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Abstract
The purpose of this study was to understand the persisting disparity in academic
achievement between Caucasian and African American students within the Ann Arbor
Public School District. This research analyzed the historical and geographical evolution
of the city of Ann Arbor, specific to the organization of its public schools. This study
sought to define the dominant cultural groups of Ann Arbor, how they evolved, as well as
how they migrated to the region. In addition, a critical component of this study was to
explain the relationship between the cultural geography of Ann Arbor and structure of the
school organization, which is significant to the persisting disparity in academic
achievement among Caucasian and African American students.
The findings of this research reveal the historical evolution of a dominant, New
England cultural group, which has evolved since the settlement of Ann Arbor in 1824.
Over time, the cultural geography of Ann Arbor has shifted, resulting in the relocation of
subcultures and directly influencing the school organization and academic programming.
The present service delivery model offered by the Ann Arbor Public School District has
shifted from previously segregated schools to an internally segregated academic model.
This study examines the historical influences of Ann Arbor, specific to the
structure and organization of the current Ann Arbor Public School District. The findings
of this research support that the dominant New England cultural group initially organized
the Ann Arbor Public Schools to support and advance members from within this cultural
group into professional positions within the community. The findings also reveal the
challenges encountered by other cultural groups in attaining similar outcomes through the
school organization.
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Chapter 1: Introduction
The Ann Arbor Public School District (AAPS) asserts that all students are offered
an “Exceptiona+l” educational experience with regard to academics, athletics, and the
arts within the K-12 organization. The district utilizes its primary resources to support
and maintain a high quantity of accelerated academic programs and maintains a highly
competitive Division A athletic program among public schools in the state of Michigan.
Despite a broad programmatic structure, however, the school district continues to
struggle to identify the cause and solution to an academic achievement gap present
among African American and Caucasian students.
The Ann Arbor Public Schools has emphasized its mission to offer an education
that is far superior to its counterparts within the county and state by creating a “worldclass system of innovative teaching and learning,” aspiring to also be recognized
nationally as a quality school district (Ann Arbor Public Schools). However, similar to
many public organizations, the Ann Arbor Schools has faced challenges over time with
balancing this mission and serving the diverse population of students enrolled throughout
the district.
Background of the Study
The academic achievement disparity between Caucasian and African American
students has been identified and researched for decades throughout the United States
(Bohrnstedt, Kitmitto, Ogut, Sherman, & Chan, 2015). The impact of many historical
events, including the desegregation of American public schools, the Great Migration, and
the Civil Rights Movement, have each significantly affected the educational experience
for African Americans in American public schools.
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Understanding the historical evolution of the culture within the Ann Arbor
community as a direct influence on the nature of the Ann Arbor Public Schools
organization was critical in this research. While the existing disparity in academic
achievement among ethnic groups poses ongoing challenges for schools across the
nation, this research supports the revelation that “the problem is the answer,” when
examining the cultural evolution of communities that support and influence local
educational organizations (Barott, 2014).
Purpose of the Study
The purpose of this study was to explain the persisting disparity in academic
achievement between African American and Caucasian students within the Ann Arbor
Public Schools. Researching the origins of the Ann Arbor community, and the initial
philosophies and cultural norms that attributed to its beginnings, as a necessary
component of understanding present-day challenges within the AAPS.
As an educational leader, it is critical to my role as an administrator to be
knowledgeable about the existing conflicts within the educational organization of AAPS,
as well as the impacts this has on student achievement. The central goal of this study was
to identify the factors and influences that allow the academic achievement gap to persist.
Additionally, understanding the nature of the educational system within the Ann
Arbor Schools is significant to my leadership role as an instructional leader. My ability
to identify specific causes of the existing achievement gap between Caucasian and
African American students is critical to being able to effectively support and promote the
academic success of all students.
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Significance of the Study
This research offers educational leaders a framework for rationalizing the
persisting disparities in achievement among Caucasian and African American students in
public school organizations. The Ann Arbor community serves as one example of a
phenomenon that links the cultural geography of a community to the present institutional
challenges within a public school organization. The findings of this research, which
disclose key organizational characteristics that have contributed to the persisting
disparities in achievement, may be generalizable to other public schools in similar
communities. School leaders, especially, may find this research relevant in addressing
academic disparities in educational organizations with similar community demographics
and origins.
Research Questions
Framing the context of this study to support an understanding of how the disparity
in academic achievement among Caucasian and African American students in the Ann
Arbor Public Schools originated was critical to this research. Specifically, this study
sought to determine which contributing factors allow this disparity to persist, as well as
how educational leaders may work toward a greater understanding of this issue in the
Ann Arbor Public Schools and similar districts to support improved achievement by all
students. This research was an interpretive study, designed to understand the meanings
associated with the persisting disparity in academic achievement between Caucasian and
African American students.
The following questions were posed to frame the context of this research:
1. What are the dominant cultural groups of Ann Arbor?
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a. How did they form?
b. From where did they migrate?
2. What is the relationship between the cultural geography of Ann Arbor and the
school structure?
a. In what ways do the Ann Arbor Public Schools transmit culture and what
are the specific ways in which it socializes and assigns individuals to
culturally derived categories that exist within the local community?
3. How does the cultural geography of Ann Arbor influence the disparity in
academic achievement between Caucasian and African American students in the
Ann Arbor Public Schools?
Definition of Special Terms
The special terms listed below are used frequently in the study and will support
the reader in understanding the concepts and results of this research.
Core Technology: The desired outcome of an organization, as a result of the
specific structures and processes in place (Thompson, 1967).
Culture: The learned behavior of a group of people, including norms, rituals,
beliefs, and traditions, which are communicated from one generation to the next to
preserve and reproduce common values (Mead, 1953).
Cultural Conflict: Based on the social conflict theory asserted by Karl Marx
(1818−1883), this term is rooted in the competition for limited resources, causing social
and cultural conflict among cultural groups, often resulting in a dominating power, which
ultimately defines the social order.
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Cultural Geography: The study of the interactions between the physical
environment and the traditions of varying cultural groups of people, which includes an
examination of their languages, religions, values, and norms.
Educational Organization: The tool through which culture is formally transmitted
as a means of socializing and maintaining cultural norms and a social hierarchy within
society (Stevens, 2008).
Tracking: The sorting of pupils by academic performance into groups within the
school curriculum.
Unselected Clients: Those individuals served by public educational organizations,
who are not affiliated with the dominant cultural group and who may be relatively
unfamiliar with dominant associated cultural norms.
Chapter Organization
Chapter 1 includes the introduction, background, purpose, and significance of this
study. Chapter 2 outlines the methodology and research tradition that were foundational
to this research. Chapter 3 describes the background literature that supports the
organizing conceptual framework. Chapter 4 analyzes the cultural geography of Ann
Arbor, including the evolution of significant cultural norms and values. This chapter also
identifies the primary cultural groups who migrated to Ann Arbor and the influence of
cultural organization and separation on those groups. Chapter 5 provides a summary and
discussion of the findings of this study, as well as recommendations for future research.

6
Chapter 2: Research Methods
The purpose of this study was to explain the persisting disparity in academic
achievement between African American and Caucasian students within the Ann Arbor
Public Schools (AAPS). This initial purpose further led to a desire to better understand
the nature of the present-day Ann Arbor Public Schools organization and its relationship
to the historical evolution of culture and conflict within this community. Specifically,
this research sought to understand the impacts of cultural dominance and prevailing
historical values as they relate to present educational practices and achievement outcomes
for various cultural subgroups. This chapter focuses on the design of the study
implemented by the researcher, which includes ethnography and participant observation.
In addition, the research tradition is outlined, which is rooted in the Chicago School of
Sociology and utilizes an interpretive research framework.
Research Tradition
Albion Small founded the first sociology department in the United States at the
University of Chicago in 1892, supporting its evolution into an innovative center for
empirical and sociological research by the 1930s (Ohm, 1988). The so-called “Chicago
School,” which later emerged from the university’s department, is credited with defining
the role of ethnographic research in the study of American society. The first generation
of scholars, including Burgess, Park, and Wirth, among others within Chicago’s
sociology department, is responsible for establishing the “standard American sociology”
(Ohm, 1988, p. 363). In addition, Dewey, Mead, and Park are revered for their work and
contributions to sociological research, methodology, and theory. Farber (1988) identified
the presence of dualities in theory and methodology within the works of Dewey and
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Mead through a pragmatist lens. This duality supported the progress made through
research during the “golden years” at the Chicago School, in addition to Park’s focus on
the individual, the nature of conflict, as well as social interactions.
This current study, therefore, embraces an interpretive research tradition that
analyzes the meanings associated with what people believe to be true. The reality people
experience and acknowledge is based on what is socially constructed and is ultimately
defined as “assumptions of causality.” Researchers from the Chicago School of
Sociology provide a foundation for studying assumptions of causality and for
understanding the meanings in people’s heads. This research was based on three primary
ideologies, each of which is supported through the Chicago tradition (Chapoulie, 2004).
The first primary assumption is one of causality and the belief that what people
believe to be true is socially constructed, rather than psychological in nature. Grossberg
(2009) identified culture as a “process” consisting of human interactions and language.
This study asserts that the traditions, norms, and myths that are socially dominant within
a community are mirrored through its educational system.
In education, the predictability of which demographic groups of students will be
high achieving and which students will perform at an average below proficiency is
common across school districts. In addition, it is culturally acceptable for schools to
engage practices and norms that permit students of color to disengage from the learning
processes utilized by the dominant cultural groups. George H. Mead, a sociologist at the
University of Chicago, analyzed the impacts of social interaction through community
growth (Ohm, 1988). Through an historical, cultural analysis, this research examined the
impact that diversity and forced desegregation has on school culture. In addition, this
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study further reviewed the relationship between community culture and the educational
organization.
Thrasher’s (1927) study on Chicago gangs supports the ideology of causality.
Through his research, he analyzed gangs culturally and studied how they organized and
what they valued. One significant quality acknowledged in his study was “the
development of tradition” amongst gangs as a result of specific behaviors (Thrasher,
1927, p. 46). These traditions were based on socially constructed beliefs that the
participants of the study valued and practiced. Through this research, the concept of
developing traditions was applied to school organizations and the AAPS in order to
rationalize the patterns and practices embedded within the culture of learning.
The second ideology on which this research was based acknowledges the
constructivist view of the nature of reality. Park and Burgess (1921) defined the humanenvironment interaction through an ecological lens. Their research analyzed the way
people function in society as their behavior relates to culture. This concept of reality
looks at what is socially constructed, as well as what is actually in people’s heads.
Goffman (1959), an ethnographer known for his analysis of human interactions, based his
book, The Presentation of Self in Everyday Life, on ecological assumptions.
Utilizing the concepts identified by former sociologist and anthropologists from
the Chicago School of Sociology to support this study allowed for a greater focus on the
relationship between social and cultural conflict within a community. When researching
an educational organization, it is necessary to consider the cultural impacts of the
educational practice, as well as the social conflicts that may arise. Researching the
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historical foundations of the Ann Arbor community provided insight into the causal and
ecological contributors to present-day social issues.
The final ideology relates to the nature of knowledge and is grounded in an
epistemological perspective. Researchers Wirth and Whyte from the Chicago School
each conducted studies to support this framework. Wirth’s (1928) study on the Jewish
ghettos examined the “psychology of a people” through a cultural and historical lens (p.
xi). In addition, his study provided a sociological framework for understanding the
impact of cultural changes on the behaviors of people within a community.
Similarly, Whyte’s (1943) research of Italian American gangs in Boston produced
Street Corner Society, which was based on his thesis at the University of Chicago. His
ethnographic study of Cornerville in Boston used a naturalist approach, as he employed
what he called “participant action research.” Whyte became part of the research
environment, choosing to live and observe in the neighborhood he studied for over a year.
His role as a participant observer provided him with detailed data from which to build his
argument and support his findings. I embraced this ideology as a professional member of
the AAPS organization and citizen of the Ann Arbor community.
Design of the Study
This study was driven by a desire to understand and explain how the academic
achievement gap in the Ann Arbor Public Schools is able to persist. An analysis of the
persisting achievement gap in this school district was conducted to examine the strategies
previously implemented to address this issue. An ethnographic approach was also used
to develop an understanding of the structure of the AAPS as it relates to the persisting
achievement disparities. Wolcott (1992) suggested that the goal of qualitative inquiry
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through ethnography is “cultural interpretation” (p. 26). This study aims to give
educators a greater understanding of how the historical evolution and cultural influences
within Ann Arbor directly influence the present educational structure and academic
achievement of African American students.
This research of the Ann Arbor Schools utilized perspectives on ethnography and
participant observation. Anthropological concepts were also used to investigate the
school culture and subcultures as they relate to the achievement gap within the
educational organization. In addition, the researcher sought to understand the logic of the
social system within the Ann Arbor Schools and how this may affect student academic
achievement levels. According to Kimball (1974), anthropologists seek to “determine the
characteristics of on-going systems as they operate within a set of conditions,” when
referring to educational organizations (p. 5). This study investigated the cultural
achievement disparities in Ann Arbor by observing the routines, patterns, and traditions
of individuals within specific subcultures.
Unit of analysis. The units of analysis for this cultural study were the Ann Arbor
community and the Ann Arbor Public Schools. In order to truly understand AAPS, it was
necessary to also research its environment and origins. According to MI School Data, the
district enrollment for the fall 2015 academic year was 16,901 (mischooldata.org). This
study identified the primary subgroups within the student population and sought to
understand the nature of the conflicts that directly impact student achievement in the
district.
The 2010 Census data reported that the Ann Arbor population totaled 114,725
with a demographic breakdown of 72.8% Caucasian, 14.6% Asian, 7.7% African
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American, and 4.3% Hispanic (www.michigan.gov). These figures reflect the student
and professional population drawn to the University of Michigan and the resulting effect
on city demographics. In contrast, Figure 1 below represents the district student
demographic enrollment trends since the fall of 2010.
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Figure 1. AAPS Enrollment trends by subgroup.
Note: MI School Data (mischooldata.org)
Data collection. A strong focus on the historical and cultural elements of this
research guided the data collection process. Artifacts, maps, and pictures were collected
to support this cultural study of the Ann Arbor Public Schools and its local environment.
Initially, it was my goal to interview informants and then transcribe and code data

12
collected. The historical research conducted for this study led the researcher to
understand that interviews would not be relevant to the nature of this study. Field notes
were maintained and organized to document the cultural elements of this research,
including values, beliefs, norms, and rituals.
Historical research on the city of Ann Arbor, published interviews of public
figures, and personal oral and written autobiographies supported this research. Empirical
data were collected through observations of the present-day community to understand the
norms, values, and tasks of each sub-group, relative to the formation of a dominant
culture.
In this study, the researcher was the primary instrument for gathering evidence
through a qualitative ethnographic research methods approach. The researcher used three
primary techniques for gathering data to understand the cultural groups being analyzed in
this study. These techniques included participant observation, documentation, and
unobtrusive measures.
Frequency data were also collected throughout this study to support the methods
of data collection employed. Utilizing “direct, repeated, countable observations” is
crucial to establishing supportive evidence and documentation of the findings of this
research (Zelditch, 1962, p. 569). Observing patterns within the school organization and
collecting public historical documents, including board minutes, central office
memorandums, and district reports, each supported the collection of data.
As a field worker, the researcher utilized strategies of a participant observer to
“directly observe and also participate” in this study by observing the educational culture
and rituals as well as conducting historical research (Zelditch, 1962, p. 568). The
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personal experiences of the researcher include growing up, living, and working in the
Ann Arbor community, each of which has been a significant motivating factor in this
research.
Self as instrument. The lens from which I view the Ann Arbor Public Schools
has transformed over time from that of a student, to eventually a teacher, and finally an
educational leader. I first experienced the academic and social impacts of the dominant
cultural influences on education within the Ann Arbor schools as an African American
female student. With the exception of the first grade, all of my primary and secondary
school education was completed in the Ann Arbor Public Schools.
My father spent the majority of his career employed at the University of Michigan
and in 1985 he moved my family from Wayne County to Ann Arbor, Michigan, in
Washtenaw County. It was just prior to my seventh birthday when we moved into our
new home and my younger sister and I were enrolled in the Ann Arbor School district
and registered at Clinton Elementary School, our neighborhood school. Despite their
research on the most optimal educational options for me, neither of my parents was fully
aware of the scope of the racial challenges in Ann Arbor with regard to how African
American students perform and are served by the district.
My first classroom experiences in Ann Arbor were quite different from my preschool, kindergarten, and first-grade classrooms in the city of Detroit and Wayne County.
I was often the only student of color in my classes in Ann Arbor, which was a drastic
contrast to my prior schooling experiences. My family lived in a middle-class Ann Arbor
neighborhood, where there were very few other African American families within
walking distance from my home. My parents worked in the education field and believed
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that Ann Arbor offered all students a high-quality education, which motivated them to
move our family to this area.
In 1985, the state of Michigan identified the Ann Arbor School District as having
a significant number of schools “out of balance.” The state compared each school within
the district to the overall district demographic data to identify schools that were not
diverse or integrated by state standards. African Americans represented 17% of the total
student population during my first year attending the Ann Arbor School District as a
second-grade student.
During 1985, the district also developed the “Committee of Excellence,” which
was charged with the task of creating racial balance in student enrollments across the
district and eliminating the achievement gap. The committee conducted research and
developed an action plan to address the schools that were not in compliance by state
standards, indicating that the district continued to reflect a segregated enrollment pattern.
There were many “Community Forums,” as recalled by my mother during my first year
in the district. She and my father attended these forums, along with other families to
express their discontent with the proposal of closing certain neighborhood schools, which
would require that students be bused to alternative schools in town. According to the
district, the objective of these forums was to gather input and data to assist in determining
which schools would be closed or combined to diversify the student population across the
district.
I spent one year at Clinton Elementary School. In the spring of 1986, the
Committee of Excellence recommended to the board of education that Clinton
Elementary School be closed and that there be redistricting in certain areas of Ann Arbor
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to address the existing Achievement Gap and enrollment imbalance. I spent my thirdgrade at Bryant Elementary School, where I prepared for yet another transition. In 1987
additional shifts occurred, which changed the grade composite of Bryant and Pattengill
schools. As a result of these changes, Bryant and Pattengill Elementary Schools continue
to remain the only two K−2/3−5 split schools in the district. I was then enrolled at
Pattengill Elementary for fourth and fifth grades, along with other students in my
neighborhood. In the original plan in 1986, Pattengill was to be a fourth through sixth
grade school. Just prior to my sixth grade year, middle schools were implemented in Ann
Arbor and across the country, which replaced the former junior high school model, and I
moved to Tappan Middle School in 1989.
Throughout my matriculation through the Ann Arbor Schools, my academic
standing remained mediocre. Navigating the social and curricular challenges that many
students of color face in this district, in addition to the multiple school transitions, proved
to be overwhelming for me for many years. Building relationships with teachers, fitting
in socially with peers, and working towards academic success were all issues that
constantly made school uncomfortable. These experiences are what motivated me to
return to Pioneer High School as an educator.
Upon graduating from college, I returned to Michigan and served as a language
arts teacher at Pioneer High School, the school from which I earned my diploma, for
several years. I later served as an assistant principal at Pioneer High School, which
allowed me to serve a diverse population of students as well as observe the cultural
conflicts that continue to exist within the organization from a leadership lens. My current
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role as an assistant principal at Slauson Middle School affords me similar opportunities
as a school administrator.
Finally, my role as a parent of African American children, one of whom is now
enrolled as a student in AAPS, contributes to the focal quality of the lens with which I
view this district. Experiencing the nature of these complexities, contradictions, and
conflicts in my various roles within the school system has engaged me further as an
educational leader. Through this study, I have gained insight specific to the culture of the
Ann Arbor Public Schools, insight that supports my ability as a school leader to more
effectively manage the daily conflicts that arise within the school environment. In
addition, I believe that understanding the culture of the Ann Arbor Public Schools as an
administrator will assist me in better supporting students of color, including my own
children, and the teachers who serve them.
Moral, Ethical, and Legal Issues
While conducting research for this study, the researcher adhered to the laws,
guidelines, and criteria established to protect identities within the AAPS organization and
to reflect the data accurately. The primary focus of this study was to research the
historical origins of the community and to observe patterns of cultural norms, ideologies,
and socialization that continue to shape local schooling. It was the goal of the researcher
to access the stories and experiences of individuals who represent specific cultural groups
through a confidential, respectful process that does not cause harm. In addition, the
researcher established a plan for gathering historical and geographical data, relying on
oral histories and autobiographies to contribute to the study (Gall, Gall, & Borg, 2005).

17
Despite the intent to conduct interviews, direct interviews did not become a necessary
component of this cultural study.
Valuing the authenticity of this research and the literature associated with the field
of educational leadership allowed the researcher to remain conscious of the “constructive
effect” this research poses in its outcome (Rainwater & Pittman, 1967, p. 282).
Appropriate measures were taken to ensure that personal biographies within the unit of
analysis are portrayed accurately and appropriately and that the findings of this research
are not damaging to the reputations or professions of those cited.
The researcher set out to protect the individuals referenced in this study by
following protocols set forth by the Eastern Michigan University Human Subjects
Review Committee. In addition, public records and historical data were used to support
the historical perspective in this study. The researcher refrained from including any
negative content found in historical documents associated with the individuals studied.
Respect and dignity were exercised throughout the data collection process as it relates to
the inclusion of documents specific to the persons and cultures studied. The inclusion of
any private details of the lives of individuals studied in this research was limited to public
records and oral histories. No interviews were conducted in this research. The results of
this study will be disseminated in an approved dissertation and other professional writing
journals in education.
Validity and Reliability
The findings in this research were validated by strategies outlined by Creswell
and Miller (2000), which include the design of the study, data collection, and the
presentation of findings. As an employee in the Ann Arbor district, my ability to observe
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the culture on a prolonged basis supported the credibility of this research. The validity of
this study relied on an ability to present the findings accurately through the lens of the
researcher and readers.
This study primarily sought to understand the cultural reality of Ann Arbor and its
school system so as to achieve internal validity. There are three components of internal
validity that were applied through this research: concept validity, propositional validity,
and systemic validity. The researcher used the conceptual framework as a tool to guide
the research, which revealed the reality of the cultural system in Ann Arbor. Empirical
data were also collected to support the conceptual framework and the concepts of culture
and conflict within Ann Arbor.
Concept validity was applied to this research to determine if the proposed
concepts of this study were applicable to valid or substantial strands of the conceptual
framework. An analysis of the accuracy of this study and the assertions related to culture
and education in Ann Arbor were critically evaluated. Eisenhart and Howe (1992)
suggested that the “credibility of inferences” within a study, as it applies to the internal
validity, is key to the outcome of the study (p. 664). Based on the historical data
collected, inferences were made with regard to the current educational structure in Ann
Arbor and the impact culture has on specific subgroups. Credibility was supported in the
extensive historical and empirical data collected throughout this study.
In addition, this study incorporated concepts of propositional validity to assess the
relationship among various concepts presented in this research. Identifying the
relationships between one concept and another supports what Guba and Lincoln (1994)
identified as establishing the “truth value” of a specific inquiry. Analyzing the empirical
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data and drawing connections to support the accuracy of this research was key to
substantiating the findings in this research. The significance of the findings of this study
was based on the ability to outline the relationships between concepts related to the
“academic tracks” in the educational structure and cultural groups.
Finally, the internal validity of this study was supported through systemic
validity. This component addressed the relationship between the identified concepts of
inquiry and the overall conceptual framework. This research focused on the historical
patterns, cultural norms, and educational traditions that systemically supported the
inferences made within the study. Eisenhart and Howe (1992) asserted the necessity,
within a systemic approach, to employ “data collection techniques” appropriate for
responding to the identified research questions (p. 657). Doing so supported the analysis
of data within a “historical, disciplinary, or traditional context” as it related to the
significance of the study (Eisenhart & Howe, 1992, p. 659). These factors not only
applied to the internal validity of this study but also to the external validity, as it related
to how the findings may be considered and applied to other groups.
As it relates to external validity, the conceptual framework in this study supported
the findings, which may be analytically generalized to other school districts. Thomas
(2010) refered to abduction as a means to collecting and organizing data that may later be
generalized within a social science context for the purposes of educational research.
While the cultural findings related to the city of Ann Arbor, its history, and the cultural
meanings implied through the findings cannot be generalized, the conceptual framework
may. Other school districts may use the conceptual framework from this study to seek
meaning within the nature of their own cultures.
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This being a qualitative study, the reliability of the research primarily focused on
the ability to replicate the findings of this study through a thorough documentation
process. Lincoln and Guba (1989) referred to parallel criteria, which include
trustworthiness and authenticity as a means to conduct quality research. The researcher
kept a journal to preserve the integrity of the research process. The journal provides an
audit trail of how evidence was collected and how the researcher approached each stage
of the research and inquiry. There was an increased focus on ensuring that this research
was credible and that the data supported a dependable and specific approach.
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Chapter 3: Literature Review
Culture and class are each central to the conceptual framework in this study.
Understanding the nature of the community culture, educational culture, cultural
reproduction, and socialization within the Ann Arbor Public Schools (AAPS) was
foundational of this research. This study drew from the perspectives of multiple
anthropologists who have contributed significantly to the field of ethnography.
Organizing Conceptual Framework
The organizing conceptual framework for this study analyzed the relationship
between cultural transmission and student achievement in schools. The historical
research of this study outlined the cultural geography of Ann Arbor as it relates to the
evolution of the public school organization. Assessing the nature of the cultural
geography as it relates to a persisting disparity in achievement among Caucasian and
African American students was a critical component of this study. The transmission of
culture through education and the ability of formal educational structures to support the
community social structure were the foundation of this conceptual framework.
Educational ethnography as a field of inquiry draws from sociology, psychology,
and anthropology (Spindler, 1982). Ethnography is used to study the culture of
individuals reflected in the research. Wolcott (1999) suggested that culture and
ethnography are not independent of one another. Similarly, educational ethnography is
used to understand the relationship between the educational process and one’s culture.
Spindler (1987) asserted that culture is transmitted and acquired through education. This
research worked to understand the cultural patterns within Ann Arbor, as well as the
extent to which cultural transmission and conflict exist within the public schools.
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This study began by analyzing and researching the historical culture of Ann Arbor
and its educational organization to better understand “where they already have been and
what they already understand” (Wolcott, 1994, p. 309). Researching the present state of
the Ann Arbor culture and class required an examination of cultural history and values.
Anthropology is the study of human behaviors in real life settings, and it provided a
framework for studying culture and educational organizations within Ann Arbor.
Anthropology. Bronislaw Malinowski is credited with being a pioneer in the
field of anthropology, having defined the significance of ethnography and participant
observation through his research. According to Payne (1981), “Malinowski was a
principal inventor of modern fieldwork and ethnography” (p. 416). Malinowski’s
research primarily focused on the study of language within a cultural context. A close
analysis of his fieldwork and the diaries he kept reveals the critical role of researchers as
participant observers. Hsu (1979) suggested that Malinowski’s work demonstrates the
necessity of ethnographers to clearly represent the culture and views of informants
without bias. Likewise, Dollard (1957) pointed out that the researcher must also be
conscious of systematic bias on the part of the informant.
This research of the Ann Arbor Public Schools utilized anthropological concepts
that were used to investigate the school culture and subcultures within the educational
organization. In addition, I strove to understand the logic of the social system within the
Ann Arbor Public Schools as it relates to the academic performance of African American
students. According to Kimball (1974), anthropologists seek to “determine the
characteristics of on-going systems as they operate within a set of conditions,” when
referring to educational organizations (p. 5). This study investigated the educational
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process in Ann Arbor by observing the routines, patterns, and traditions of individuals
and groups within specific subcultures.
Culture. According to Margaret Mead (1953) and the World Federation for
Mental Health, culture is defined as “learned behavior which a group of people, who
share the same tradition, transmit” to other members of the society (p. 9). Mead is a
researcher credited for her pioneering ethnographic studies of indigenous cultures. This
study confirms the applicability of Mead’s perspective on culture to better understand the
Ann Arbor Public Schools and those served by this organization. Specifically, the extent
to which cultural transmission and class separation significantly impact the academic
disparity present in the AAPS was examined through this study.
While Mead (1953) asserts that culture is transmitted from one generation to the
next, George Spindler (1987) specifically examined educational organizations and
perceived them as tools through which culture is formally transmitted. Mead derived her
definition of culture from her research focused primarily on indigenous groups. George
Spindler researched the nature of cultural transmission within diverse K-12 educational
settings. Each perspective was relevant to this study when analyzing both the subcultures
within Ann Arbor and the educational organization that serves the overall community.
Organizational Culture
Within the educational organization of the Ann Arbor Public Schools, there are
multiple cores that impact the nature of the institution and its rationality. Understanding
the relationship between the central technical core and subgroups within the institution
were essential to disclosing the nature of the institution and the academic divide among
student subgroups.
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Analysis of the social-cultural qualities within the AAPS, as well as the historical
patterns of the organization and community, provided greater insight into the
organizational culture today and its impact on the achievement of African American
students. Morrill (2008) referred to the rational and non-rational aspects of organizations
to include rituals, myths, and symbols present within the educational culture. These traits
are reflective of the cultural values present within Ann Arbor and the AAPS organization.
In this research, the researcher tracked the social and cultural patterns of the Ann
Arbor community through a historical lens to gain a greater perspective of the nature of
the educational organization. In addition, the technical core of the organization was
analyzed to reveal the role of students within the educational culture of Ann Arbor.
Morrill (2008) asserted that certain educational organizations are able to persistently
remain dominate as a result of social groups’ conforming within a social subculture that
reflects the social culture of the greater community. This research supported the
assumption that there are specific social cultures within Ann Arbor that impact the
educational outcomes of less dominant subcultures existing within the macro
organization.
Furthermore, this study examined the impact that culture has on the educational
organization at each level, specifically it explains the ways in which power and agency,
the role of legitimacy, and cultural transmission relate to organizational structure, policy,
and change. Parsons (1960) and Thompson’s (1967) organizational model was used as a
foundation for the conceptual model adopted throughout this study as a framework for
understanding the nature of the Ann Arbor Schools as an institution. Further
contributions by Culler (2014), Muwonge (2012), and Schinn (2013) each presented an
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expanded conceptual model to include a cultural perspective within the original
framework, and their work supported the development of the conceptual framework used
in this study. Figure 2 below demonstrates the conceptual model used in this study.

Figure 2. Conceptual framework.
With conflicting cultural values within any educational organization, a review of
the normative expectations was critical in understanding the existence of any dominant
group. Through the transformative lens of this organizational model, the researcher was
able to understand which cultural group in Ann Arbor has a dominant voice within the
educational organization, as well as the connection of that group to the community.
Technical Level. The Ann Arbor Public School district is a major, central system
dependent on an organizational theory reflective of the relationships between the
elementary and secondary level schools. The relationships between subgroups within the
overall organization are essential in sustaining the social psychological relationships
within each independent structure. This overall district operates as a “long-link
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technology” structure, as defined by Thompson (1967). The preschools and lower
elementary education programs are at the foundation of the organizational structure of the
district and work to define the core technologies at the secondary level. To identify the
core technologies within the Ann Arbor schools, it was necessary to draw connections
between each of the subgroups within the district as a whole.
At the core level, the students are the primary inputs. The objective and mission
of the district is to produce “exceptional” life learners, which is relative to the intended
output. This study analyzed the validity of this objective to determine whether the
ultimate output is reflective of the overall intent.
Managerial Level & Task Environment. A critical review of the tasks and
institutional environments of the Ann Arbor schools was addressed in this study. In
understanding the task environment of the Ann Arbor Public School district, the
relationship between the technical cores and the inputs of the task environment were first
considered.
When looking at the district as a whole, the enrollment numbers across the district
were one factor that enables this school system to be “powerful” in comparison with
other districts in the county. This power was reflected in the amount of choices,
resources, and opportunities provided by this district. This research assessed whether the
power that the student numbers provides to the district is redistributed equitably in
resources to individual groups of students within each core.
Institutional Level & Institutional Environment. To identify the specific
culture that the Ann Arbor Public Schools reproduces and legitimizes as an
organizational institution, it was necessary within this study to first analyze the historical
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forces that led to the present state of the educational process currently implemented in
this district. The data suggested that there does exist a relationship between the cultural
groups attending the Ann Arbor schools today and the original founders and immigrants
of this city. In addition, the values and culture of these individuals have been preserved,
in part through the education system and cultural transmission, in order to sustain the
organizational structure of AAPS and the community at large.
In addition, a review of the current state educational regulations, local school
board governing policies, district policies, and local school rules demonstrate how the
Ann Arbor Public Schools finds meaning in its structure and tasks. Ultimately, the
AAPS, as an organization, works to reproduce the dominant culture and interests within
the Ann Arbor community. This research reveals how the culture of the local community
has been sustained and transferred from one generation to the next, using educational
institutions as a tool for cultural transmission.
Cultural Level & Educational Organizations. In this study, the researcher
analyzed the significance of culture within the school organization as it applies to the
Ann Arbor Public Schools. Schools are a catalyst for transmitting culture in order to
enable the survival of the dominant culture. Rules, norms, and expectations are
embedded in routines and taught to members of the organization. The impact of cultural
transmission on the academic achievement of African American students is reviewed in
this study as it applies to the organizational model.
Finally, by utilizing the foundations of theoretical traditions in sociology
stemming from the work of Karl Marx and Max Weber, this research examined the
sociology of education as it pertains to the structure of the Ann Arbor Public Schools.
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Stevens (2008) asserted that formal education is perceived by all cultures to be associated
with social hierarchies. Within this study, an examination of the structure of the Ann
Arbor educational system, and its correlation to power and agency within the school
system and community, was analyzed to better understand the academic achievement
disparity between African American and Caucasian students.
Conclusion
Adapting the educational ethnography framework to this study allowed the
research to explore the role of cultural transmission and the process of socialization from
an educational lens. Exploring the outcomes of the cyclical relationship between school
organizations and the cultural geography of a community was foundational to this study.
In addition, analyzing the nature of school organizations from a historical context to
understand how cultural values, norms, and beliefs are reproduced was critical to
identifying key components of the existing academic disparity. This study offers
educational leaders a starting place for rationalizing the achievement gap from a cultural,
historical lens.
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Chapter 4: The Findings
Part I: Cultural Annihilation and Subjugation
This research begins with the origins of Michigan and those who settled the land.
From a historical lens, the purpose of this section was to understand the goals of the
initial American colonists, as well as the values brought to Ann Arbor by various
immigrant groups. Following the settlement patterns and evolution of present-day Ann
Arbor is at the foundation of this research, which focuses on culture and conflict.
The Native Americans. During the early 1600s, nearly 100,000 Native
Americans from many tribes lived in what would later be known as the Michigan
Territory (Michigan in Brief, 2002). Many similarities existed among certain tribes;
however, there were also distinct differences among them, including varying languages
and practices, which made individual tribes unique.
Many of the tribal communities, that resided together in the Michigan Territory
also frequented locations in Canada, Ohio, and Wisconsin. Native American tribes
traveled to and from various locations for a number of reasons, with the changing seasons
and food supply being a primary factor of their mobility (Staddon, 2015). Many of the
trails they fashioned, some of which have been preserved as main interstates today, were
a result of tribes, frequenting the same routes to return to ideal locations as the seasons
changed. There were five notable tribes located in the Michigan Territory during the
precolonial period. These included the Potawatomi, Ottawa, Ojibwa or Chippewa,
Miami, and Huron tribes. Among these, the Potawatomi, Ottawa, and Ojibwa tribes were
known as the “People of the Three Fires” (Staddon, 2015).
Shup-Shewana, an elder of the Potawatomi tribe, dated the formation of the
Council of Three Fires to 796 AD. The People of the Three Fires lived near one another

30
and would often come together for “military or political purposes” (Kimewon, 2015). In
general, the Council of the Three Fires was able to live peaceably among certain other
tribes during the 1600s and 1700s, including the Sauk, Huron, Menominee, and Fox.
The Michigan Territory and Midwest proved to be attractive to many other tribes,
beyond the People of Three Fires, due to the abundance of land with access to the Great
Lakes. Figure 3 reveals how tribal communities sought out land near waterways because
it was key to the survival of the community due to greater opportunities for hunting and
travel.
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One commonality among Native American tribes was the mode of education and
transmission of cultural values. In the place of what is now thought of as “formal”
schooling, Native Americans practiced the art of oral tradition as a significant tool in
supporting the survival of tribal communities from one generation to the next (“Indian
Country,” 2015). Tribal leaders and elders were charged with the responsibility of
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educating community members by orally conveying the beliefs and traditions passed
down by prior generations.
Native American children learned the values and practices of the culture through
daily interactions with family members and others in the community. Learning the
traditional gender roles of men and women, as well as the significance of the skills
associated with each, was part of the process of educating the youth. Men were taught
the importance of being highly skilled hunters, as well as the importance of providing for
one’s family and contributing to the survival of the tribe (“Native American Culture,”
2014).
Spirituality was also a unique cultural component associated with many Native
American tribes. The belief in a higher being influenced the values and rituals of many
tribal communities as it related to their respect for the land, animals, and natural
resources. Native Americans believed that there was a spiritual factor associated with
hunting animals and using them fully for food, clothing, and tools. It was believed that
no part of an animal should be wasted and that everything had a purpose and could be
used.
Additional components of the traditions practiced by many tribes were the
ceremonies that signified one’s transition into adulthood. These rituals were symbolic of
youth having acquired specific cultural knowledge in order to experience a ceremonial
ritual into adulthood, sometimes known as a “vision quest” (Weiser, K. 2015). This was
critical in acknowledging the process of educating children and the promotion of youth to
adult responsibilities. These ceremonies allowed important values and traditions to
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remain prevalent within the tribal community and assured that individuals were prepared
to share this knowledge with future generations.
Preservation of the Native American culture strongly relied on the ability of the
oral tradition to continue. The incursion of colonists into Native American lands
throughout the country critically affected the ability of tribes to thrive during the cultural
conflicts that arose. War and disease killed entire communities, and even in the
communities that were not devastated, tribal leaders often succumbed, taking with them
the knowledge they had acquired through the oral tradition. In the Michigan Territory,
the Native Americans were first acquainted with the French colonists who arrived
through Canada (“Relations Between the Indians and French”). French priests were
invested in “saving the savage” Native Americans through religion; however, the
majority of French were primarily interested in exploiting the Native Americans’ land
and resources.
The French. After the death of King Henry IV, the structure of the French
governing system shifted considerably (Sutherland, 2002). Prior to the 1600s, France
was less ambitious in joining the rush to explore land in the New World in comparison
with European rivals such as Spain, Holland, Portugal, and England. The existing
sentiment in France reflected a desire to focus on the current state of the country and its
needs rather than spend resources on expensive voyages (Buisseret, 1984).
In contrast, the reign of Louis XIV, Henry’s grandson, brought the elimination of
medieval feudalism, which had been the governing structure for centuries. Instead, he
implemented an absolute monarchy. This model significantly influenced the religious
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and economic goals of France, stimulating the French to explore new lands (Major,
1994).
Through his monarchy, Louis XIV asserted a desire to expand France by
increasing his own wealth and influence through trade. The French began to establish
trading posts in India, Madagascar, and the West Indies (Durant, 1963). Louis XIV
charged Samuel de Champlain with securing land in North America and acquiring
valuable resources, especially gold and silver, to send back to France. In 1608,
Champlain arrived in what is currently Quebec and established the land as New France.
The governance of French colonies at this time was drastically different than the
existing English and Dutch colonies, which stretched along the eastern shores of North
America. Louis XIV remained in direct control over the new colonies established outside
of France and governed from afar. The primary goal of French colonies during this time
was to establish economic growth in France by exploiting colonized lands overseas
(Durant, 1963). This was in strong contrast to English colonies, which asserted an
independence from British rule and were determined to self-govern the colonies to serve
the needs and interests of the settlers.
This contrast in governance resulted in the inability of the French to significantly
develop strong communities amidst the strength and size of British rivals. The French
traveled to New France in small numbers, bringing Roman Catholic priests and traders
who were less interested in establishing settlements. In addition, France was generally
stable through the early 1600s, which prompted many natives to remain there with no
urgency to immigrate to other lands (Major, 1994). Upon surveying the land in New
France and its surrounding area, the French learned that establishing a system for trading
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fur throughout Canada and the Great Lakes region would be of greatest economic value
to France.
The desire of Louis XIV to replicate the culture of France in the New World and
to maintain governing control challenged the ability of the French to develop a
sustainable presence beyond Quebec (“The Contrast,” 2013). Additional French
explorers eventually went to New France to establish trading posts throughout the Great
Lakes. Due to their small numbers, it became necessary to establish certain Native
American allies who would partner with the French in battles against British trappers,
traders, settlers, and the Iroquois nation. The French aligned themselves with the
Algonquian tribes, who also sought protection from the Iroquois, who proved to be
aggressive and territorial.
By the late 1600s, the French was losing momentum, the fur trade in Canada and
the financial support from France was dwindling. During this time, Louis XIV drove
nearly 400,000 skilled Protestant workers from France upon his revocation of the Edict of
Nantes of 1598 (Durant, 1963). This negatively impacted the economy of France and
damaged its political reputation among the English and Protestant nations in the
following era. Despite these challenges, Antoine de la Month Cadillac was able to
convince the king to finance his goal of establishing a fort and trading post on the Detroit
River. He planned to exploit the resources of the Great Lakes for economic gain, use the
Native American allies as manpower against the Iroquois and British, and control the
waterways so as to thwart British desires to expand westward. Cadillac also believed,
along with French missionaries, that it was important to save the “savage” Indians
through religious and European culture.
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During this time, French missionaries, including the Recollects and the Jesuit
priests, also known as the Society of Jesus, traveled to New France and surrounding
regions to convert Native Americans. Ultimately, the Recollects failed in converting
large amounts of Native Americans to Catholicism. The Recollects believed it was
necessary to assimilate native cultures and also had strict conversion criteria that
discouraged Native Americans. The Jesuit missionaries took over and used several
approaches that differed from the Recollects.
The small numbers of Jesuit missionaries who arrived in Canada and the
Michigan Territory moved into Native American tribes and lived among the people as a
means to learn the language. This enabled the missionaries to more easily spread the
teachings of the Roman Catholic faith as well as to study the lifestyle and culture of the
tribal peoples. The acceptance of the missionaries into tribal culture gave the French an
advantage when seeking ways to undermine and exploit the native people towards
religious conversion.
Children who were born to Native American women and fathered by French
traders were accepted into tribal communities along with other native children
(“Relations Between the Indians and French”). These children were usually raised under
a greater influence of Native American culture; however, some women chose to move to
areas settled by the French with their French-Indian children instead. These women and
children chose to live by French law and converted to Catholicism in an effort to
assimilate into French culture.
Small seminaries were also established to serve young Native American boys,
who were often resistant to the Catholic-based education. In addition to Catholicism the
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students were exposed to other topics, including agriculture and French. The inability to
attract large numbers for enrollment, however, led to the failure of several seminaries in
New France and surrounding locations (Greer, 2000).
Although close quarters presented an increased opportunity for the education and
conversion of Native Americans, that benefit was short-lived: diseases such as measles
and influenza killed most Native Americans residing in close quarters with the French
(Kip, 1846). In addition, the frequent raids carried out by the Iroquois, whom distrusted
the French and were angry with other tribes for becoming their allies, eliminated entire
communities. Those native people who did not die from disease or warfare permanently
fled the area to escape the danger of both.
Conflicting interests among French immigrants in the New World were rooted in
religion and economics after the mid-1600s. French traders and trappers were not always
supportive of the efforts of missionaries to convert the Native Americans, and the
religious efforts of priests often had negative effects on the fur trade economy within
settlement areas.
Many native people became frustrated and discouraged by the missionaries,
which impeded the trading relationship among the Native Americans and French (Hurt,
1996). The influence of Louis XIV was ever present in the New World, as Frenchmen
were directed to offer better trading rates to converted Native Americans. In addition, the
French government outlawed the use of alcohol within the fur trade with Native
Americans. The initial introduction of European alcohol to Native Americans created a
dependency, which many missionaries did not support at the time (“Relations Between
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the Indians and French”). Monitoring these laws proved to be challenging, but the efforts
to do so constituted another blow to the fur trade.
The impact of French culture and influence on Native Americans was
compounded by widespread disease brought by immigrants. The introduction of various
human infections, as well as those carried by animals brought over from Europe, caused
devastating deaths within Native American tribes in North America (“Relations Between
the Indians and French”). In addition, while the Huron and Algonquian people were
willing to establish partnerships with the French, the insistence on converting Native
Americans to Catholicism and introducing them to European culture wore heavily on the
ability of these tribes to maintain a sense of tradition and culture.
After the establishment of Fort Ponchartrain in 1701, The French were cautious of
their ability to sustain control over the Detroit River in the face of the threats posed by
the Iroquois Nation and the British colonists. In contrast to both, the French encouraged
the Algonquians people to settle just outside of Detroit in exchange for their support
against their enemies. The Native Americans were required to abide by French law,
which included religious conversion. Those who rejected these conditions were driven
from the land, but many Native Americans acquiesced to French demands hoping to
maintain a positive trading relationship (Granzo, 2015). Over time, many tribes adopted
European customs and conveniences into daily life, which reduced the use and
knowledge of traditional practices once passed down by prior generations of Indians.
After decades of trade and socialization, Native Americans often became reliant on the
relationship with the French for survival.
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In contrast, the Iroquois were a strong territorial nation that had previously battled
with the French in New England and Canada over land and resources. While the Huron
and Algonquians outnumbered them initially, over time the Iroquois were victorious in
many battles (“Iroquois”). The European diseases that devastated the Huron tribes and
other native allies of the French, fueled Iroquois distrust of the French. The Iroquois
rejected French claims to native lands and challenged French dominance of the fur trade.
An additional obstacle of the French were British efforts to expland their colonies
west, into the Great Lakes. This was in direct conflict with the goal of the French to
control trade through the Detroit River and keep the British out of Michigan Territory.
The British settlers, who were greater in number and in experience with seizing new
territory, challenged the cultural influence of the French in the Michigan Territory.
France ultimately could not sustain the effort from overseas that was needed to defend
Fort Ponchartrain on the Detroit River and to maintain control of its trading posts along
the Great Lakes.
The British. Several transitions of power occurred towards the end of the 1700s,
beginning with the siege of Fort Detroit by the British in 1760. At the conclusion of the
French and Indian War, New France was at a significant disadvantage (“Detroit Places”).
By 1763, France had ceded all colonized lands along the Mississippi River to Great
Britain. British commanders and settlers during this period were loyal to the ambitions of
Great Britain and supported the expansion of territory and local control. There was an
immediate shift in cultural expectations as the French settlers were removed from power.
Many Frenchmen moved west, to rural lands in the Michigan Territory, where they
established farms and lived in isolation from the strict British law (“British Detroit”).
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The British imposed high taxes on the French and other settlers, which enriched the
British treasury. In addition, British soldiers monitored the French and permitted them to
carry arms, only if they obeyed British law.
Native Americans were also faced with cultural conflict with regard to
maintaining certain customs that had previously been practices introduced by the French.
For example, many tribes in the Great Lakes area relied on the French for trading of
goods, including modern conveniences obtained in exchange for fur. Over time, many of
the traditional Native American practices related to hunting and trapping animals, as well
as cooking without certain modern tools, were forgotten. The British were less interested
than the French in establishing positive relationships and coexisting with the Native
Americans (“British Detroit”). Over time, there was less opportunity for Native
Americans to participate in the fur trade and land was restricted, forcing many to flee to
western lands. In addition, the British enacted laws against selling weapons and
ammunition to Native Americans and also confiscated existing weapons. This limited the
ability of Native Americans to hunt and provide food for the survival of tribal
communities. In contrast, the British believed that Native Americans would pose less of
a violent threat with limited resources and tools. Ultimately, the British took over the fur
trade and eliminated the previous economic structure implemented by the French.
The Native Americans in the Great Lakes increasingly opposed the changes made
by the British. Chief Pontiac rallied several tribes in the Great Lakes area and initiated
Pontiac’s War against the British in 1763. While the Native Americans were unable to
drive out the British, they did cause significant damage and death (Hurt, 1996). Great
Britain’s efforts to ease tensions with Native Americans was introduced with the Royal
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Proclamation of 1763, which was in response to the acquisition of land from the French
after the French and Indian War. The proclamation prohibited colonists from settling in
certain lands west of the Appalachian Mountains (“Royal Proclamation,” 2009). Despite
Great Britain’s efforts, the ultimate result was conflict and discontent by the American
colonists, who found the proclamation in direct opposition to their goals of expanded
settlement and economic opportunity.
British influence in the Michigan Territory and at Fort Detroit was greatly limited
at the conclusion of the Revolutionary War, which shifted the control of land and power
to the United States (“The American Revolution”). Although the thirteen victorious
colonies rebelled against Great Britain in order to gain their independence, however,
many of the newly imposed formal and informal practices within the American
settlements mirrored ideals from England and Great Britain.
After the Revolutionary War, the Michigan Territory was in a state of transition.
Raids by Native Americans continued as the British tried to establish a strong position in
the Great Lakes. Even after the War of 1812, American colonists were reluctant to settle
in the area, due to unclear land boundaries and property rights (“War of 1812”). After
1819, treaties were signed with the Native Americans, which ignited an interest by
colonists in the Michigan Territory. In addition, the completion of the Erie Canal in 1825
supported the flow of immigrants into Michigan in greater numbers from New England
and New York (“The Erie Canal”).
Summary. The transitions in cultural dominance in the Michigan Territory began
with the devastation of Native Americans and the removal of this cultural group as a
dominant presence in the area. The Native American culture suffered significantly due to
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its heavy reliance on oral tradition for perseverance and socialization through education.
French interest in Native Americans was based on a desire to establish economic gains
through trade, as well as the conflicting goal of religious conversion. The French
presence in the Michigan Territory was not grounded in a desire to settle communities.
This limited the power and cohesiveness of the French in this area and enabled the British
to successfully remove the French from control. While the British troops were dominant
for a period, they lacked the independence and freewill exercised by the American
colonists. The heavy reliance on Great Britain for resources and guidance limited the
ability of the British to overpower the Americans. After the British conceded and
American colonists began to populate the Michigan Territory, the cultural values of each
new settlement began to emerge.
Part II: Cultural Reproduction
As Detroit continued to develop within the Michigan Territory, migration to the
area increased when settlers began moving west to establish farms and settlements. By
the early 1820s, the land that would become known as Washtenaw County was just
beginning to be occupied by settlers. Benjamin Woodruff established Woodruff’s Grove
in Ypsilanti in 1823, which supported and housed future settlers en route to western
Michigan (“Woodruff’s Grove Marker”). Similarly, there were new settlements in
nearby Monroe, Oakland, and Jackson Counties, as surveyors who worked for the
government began to assess the quality of land throughout Michigan. Ultimately, a
gradual progression of explorers and entrepreneurs from New England began to travel to
Michigan in search of cheap land for farming and financial opportunities for new town
development.
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Establishing a dominant New England culture. Many American colonists who
settled in Washtenaw County in the early 1800s established communities reflective of the
cultural values and traditions with which they were familiar. Socialization of new settlers
was established primarily through formal education and religion, to preserve the core
values of the original colonists. The process of cultural reproduction through the
transmission of New England core values is reflected in Figure 4. Schools funded by
public taxes were not yet established, limiting the number of formally educated citizens.
Private education was costly and generally accessible to those settlers who held
professional and political roles in the community.

NEW
ENGLAND
SETTLERS

~

ANN ARBOR
SETTLEMENT

Figure 4. Cultural reproduction.
One strategy used in the development of Ann Arbor was to encourage immediate
and extended family members to also migrate to the area, which ensured cultural
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reproduction. In addition, this supported the goals of the early settlers who were intent
on holding high political positions and establishing financial security in their new
communities. Some New England colonists had struggled to establish political equity
and representation in their former hometowns, and it proved advantageous to venture
westward in search of new financial opportunities. The life of John Allen, a founder of
the city of Ann Arbor, provides a good example of the motives of many who left the
challenges of New England behind in order to improve their station in life. Allen’s
objective was to settle a town with cultural values specific to his own background. He is
credited with bringing his vision of establishing a community strong in industry, religion,
and education to Ann Arbor.
The founding of Ann Arbor. John Allen was born in Augusta County, Virginia,
and was of Scotch-Irish ancestry (Bidlack, 1962). He left Virginia in 1823, in search of
greater financial opportunities. He spent a few months in Buffalo, New York, before
traveling through Canada to Detroit. It was there that he met Elisha Rumsey, who would
become his partner in establishing the village of Ann Arbor.
Rumsey was born in Sharon, Connecticut, but lived in Genesee County, New
York, just prior to traveling west in 1823 (Bidlack, 1962). It was his goal to also find
financial opportunities and to invest in land. Both Rumsey and Allen abandoned
significant financial debts prior to fleeing west to seek out a fresh start. It is recorded that
Rumsey was brought back to New York to settle his debt before he could legally move
west (Bidlack, 1962). Upon his return, both men agreed to identify land west of Detroit
to develop a new town and create greater opportunities for themselves and others.
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John Allen and Elisha Rumsey initially purchased land from the federal
government for $1.25 an acre to establish the village of Ann Arbor, as shown below in
Figure 5. Allen purchased 320 acres and reserved a block of land for the county
courthouse. Rumsey purchased 160 acres and reserved a block of his land for the local
jailhouse.

Figure 5. John Allen’s land deed, 1824.
Note: Bentley Historical Library

Unlike many settlers who migrated to the Michigan Territory, Allen and Rumsey
were not intent on purchasing land to establish a family farm. Both men had the goal of
developing a prestigious town through careful and profitable land sales. Allen was the
more effective of the two in implementing various political strategies for the
enhancement of the town. He made several trips to Detroit to purchase land, establish
key businesses, and create jobs necessary for the development of any progressive village.
Allen identified locations for the courthouse and jail, and served as the first postmaster;
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those were just a few of the initial tasks he accomplished soon after settlement.
Additionally, he set aside land for family homes along Huron, Main, and Washington
streets, attractions for the judges, doctors, and businessmen who were being invited to
migrate to the town to hold key professional positions.
Early settlement reflected the challenging life of pioneers who relied on tents and
large fires to support multiple families. The construction of log homes was a
collaborative effort, which gradually took shape in Ann Arbor between 1824−1826. A
written account by Ann Noble of New York outlines the challenges of surviving as a new
settler in Ann Arbor just weeks after the arrival of Allen and Rumsey. The presence of
wolves and wild animals is cited as a primary concern of many settlers, in addition to the
fear associated with the unpredictability of various Native American tribes moving
through the area (Beakes, 1906). These factors were compounded by the extreme
weather common during Michigan winters, which created a sense of urgency among
settlers to build shelter as protection from the elements. Protection from nature and the
displaced Native Americans was an initial priority during the initial years of settlement.
Settlement patterns and cultural reproduction. Initially, barriers, such as
language, cultural norms, and values, dictated the geographic location where individual
settlers purchased land in and around Ann Arbor. New England colonists were the
primary original settlers of the main village of Ann Arbor. Despite being from Virginia,
John Allen’s Protestant upbringing and family status are what influenced his desire to
establish a community based on New England cultural norms. The historical research of
this study aimed to examine the foundations of Ann Arbor by understanding the culture
and values of the original colonists. Beginning with an analysis of the main village, this
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study sought to identify the nature of the dominant culture of the founders of this core
geographic area.
Founders establish the “Upper Village”. Allen initially settled his home just off
of the Huron River at the corner of First and Huron Streets. Figure 6 illustrates Allen’s
Creek, which still exists today, extending from Main and Scio Church, through the Argo
Dam, into the Huron River. The flood plains created by the water in this area contributed
to the identification of quality land, situated on higher ground, for prominent homes and
business. This land would come to be known in early Ann Arbor as the “Upper Village.”
In 1825, Allen built a more permanent home at the corner of Main and Huron streets.
Similarly, Rumsey and his family settled on Huron Street in a home built by early settlers
and carpenters, Cornelius Ousterhout (Sessions, 1900).
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In February of 1824, Allen and Rumsey petitioned to make Ann Arbor the county
seat, which proved successful. Governor Cass agreed that siting the county seat in Ann
Arbor would be the best way to increase migration to Washtenaw County (Bidlack,
1962). Figure 7 dipicts an early map of a growing Ann Arbor. The decision to identify
Ann Arbor as the county seat supported John Allen in pursuing his goal of creating a
town that would attract highly skilled settlers and educated entrepreneurs.

Figure 7. The Village of Ann Arbor, 1824.
Note: Bentley Historical Library
Repeated publications were printed over the first few years inviting skilled laborers to
move to Ann Arbor. An article printed by Allen in the June 1824 issue of the Detroit
Gazette read as such: “The Subscribers invite the attention of EMIGRANTS, particularly
of Mechanics and Artisans to the village of ANN-ARBOUR [sic]” (Bidlack 1962). Early
on, Allen and Rumsey were known to sometimes offer free lots to skilled workers who
would bring their expertise to assist in developing Ann Arbor into a strong community
(Bidlack, 1998).
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Early colonists and the Upper Village. Settlement patterns emerged in the
village of Ann Arbor, beginning with the initial settlers from New York, Virginia, and
New England. Attracting and settling doctors, lawyers, and skilled businessmen to the
village was a priority. Prominent citizens settled on desirable land near the homes of
Allen and Rumsey, which were on high ground and remained dry from flooding caused
by the Huron River. This land was more valuable and was primarily reserved for
colonists from New England and educated colonists from neighboring states. Much of
the initial land sold by Allen and Rumsey to settlers was centralized near Huron, Main,
and Washington streets, which would later become the main village, and eventually be
known as Downtown Ann Arbor.
To preserve and protect the cultural values of the initial settlers, immediate and
extended family members were also encouraged to migrate to Ann Arbor. This ensured
that there would be consistency in the efforts to implement common core values and
traditions among new citizens. James T. Allen, the brother of Ann Arbor’s founder,
settled on the northeast side of Ann Arbor, across the Huron River, where he would have
enough land for a farm. He arrived in Ann Arbor in October 1824, bringing his parents
with him (Sessions, 1900). Similarly, Judge Henry Allen Rumsey, the brother of Elisha
Rumsey, settled on 80 acres in Ann Arbor in 1826.
During the first year after Allen and Rumsey arrived in Ann Arbor, there were at
least nine small houses built within the village. Each of the homes was located on the
prominent streets of Main, Huron, and Washington. Cornelius Ousterhout arrived in the
village in 1825 and was one of the first carpenters to reside in Ann Arbor. In addition to
building the permanent home of founder Elisha Rumsey, he also established a business
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on Huron Street. By 1827, there were three stores and three taverns located within the
village, including the Coffee House & Tavern established and run by Elisha Rumsey
(Sessions, 1900).
Religious influences. The ethnic background of most families residing within the
main village of Ann Arbor was limited to settlers from New England, New York, and
other eastern states, with there being a minimal presence of other cultural groups through
the early 1920s (Van der Werker, 1919). The greatest differences among settlers in the
main village of Ann Arbor were revealed through the varying religious practices, values,
and beliefs, which were closely linked to perspectives on how students were to be
educated and socialized within the Upper Village and expanding community. Churches
were established for various denominations early on and schooling often occurred within
many of the churches for its patrons. According to Van der Werker (1919), Ann Arbor’s
first settlers organized three initial religious denominations.
In 1826, the First Presbyterian Church was erected in Ann Arbor on the corner of
Main and Ann streets. John Allen’s wife, Ann, and his parents were among its original
members. One year later, the Methodist Society organized and held services in multiple
locations until a permanent site was built on the corner of State and Washington Streets
in 1839. St. Andrews Episcopal Church was also established in 1827, and many of the
children of these settlers attended school in the churches until schoolhouses were later
built. While many of the original residents of the Upper Village attended different places
of worship, class and politics were typical areas of commonality among the New England
residents.
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As a result of the strong religious establishments in early Ann Arbor, the
influence of parochial schooling was strong among the pioneers. In addition to
traditional subjects, these schools strived to incorporate character studies into the lessons
with the goal of socializing citizens within the community. During this time, the main
competitors of parochial schools were private academies. Schools within town were
forced to remain competitive in course offerings and instruction to maintain enrollment.
Summary. The main village of Ann Arbor was established as the core of the
greater community. Residents of the main village had migrated to the town center with
the objective of building homes on valuable lots, organizing settlement groups around
religious ideologies, and establishing norms through private and parochial education.
Figure 8 illustrates the development of neighborhoods, places of worship, and schools
within the new town. The foundation of all aspects of town development stemmed from
the initial vision of Allen and Rumsey in the establishment of Ann Arbor, with likeminded individuals being invited and welcomed to the town. For others who migrated to
the Ann Arbor area, determining a settlement location would depend significantly on the
cultural values, norms, and tasks of those individuals.
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Figure 8. Main Village of Ann Arbor.
Settlement Patterns and Cultural Separation. The establishment of the main
village allowed its residents to define the cultural norms of Ann Arbor’s core, beginning
in 1824. Identifying the primary cultures of the original and subsequent settlers who
migrated to the Ann Arbor area supported the purpose of this study and the identification
of a dominant cultural group. Defining the tasks, norms, and nature of socialization for
members of each cultural group was central to understanding the evolution of Ann Arbor.
As previously stated, the main village attracted professionals, businessmen, and
politicians, who valued formal education and organized around religious ideologies.
However, understanding the culture and roles of the migrants who settled outside of the
main village was also specific to this research.
East Ann Arbor & Pittsfield Township. In East Ann Arbor, New England
settlers were the primary purchasers of land, establishing family farms to create a
subculture separate from the main village of Ann Arbor. Figure 9 depicts the
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relationship between the East Ann Arbor farming community and residents of the main
village, which was significant to this research. Specifically, determining the nature of the
relationships between members of the main village and other cultural groups was critical
to exploring the evolution of the city of Ann Arbor.

ANN ARBOR

PROFESSIONALS

Main

Village

FARMERS

Figure 9. East Ann Arbor subculture.
Farming subcommunity. During 1825, there were 25 purchasers of land in the
Ann Arbor area (Pittsfield Historical Society). While Allen and Rumsey were working to
create a bustling town with merchants, educators, and skilled workers, other New
England settlers were migrating to the southeast region of Ann Arbor. Larger families
were purchasing land for farming in what is known as the Mallets Creek District of Ann
Arbor, within Pittsfield Township, which is reflected in Figure 10. Packard and Platt
Roads intersect at this location, which encompasses sections one through four of the map
of Pittsfield Township below.
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The simultaneous development of the main village and East Ann Arbor supported
the agricultural and economic growth necessary to support overall town growth and
attract additional settlers.

-t-

>··4

... ,
1·

>, ....

..,

t•

l' -:.-

r

t

>~,,,,-

s,, ?.2

;-l,
•JI♦ ,"''

.

,..

~1

.NII ~• '!,I,-

,

Su')

?

;'..

. ,,

• ,.r
..,.,-

• .J ..,7 4

,,

0

Figure 10. Ann Arbor Township map, 1819.
Note: Washtenaw County Historical Society
The development of East Ann Arbor within Pittsfield Township served as an
extension of the growth occurring in the main village. Many of the initial settlers who
migrated between 1824−1825 not only contributed to the expansion of East Ann Arbor
but were also engaged in political and economic developments within the main village.
Several prominent family names are recorded on the Pittsfield Township map of
patentees between 1820−1830, including Allen, Maynard, Whitmore, and Geddes.
These families and others purchased land in East Ann Arbor and frequented town
often enough to influence the growth and development of the main village. Many of the
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settlers in this area migrated from New England and New York, and several were also of
Irish and English descent. The Geddes family settled in Ann Arbor from Pennsylvania,
the Maynard family from Massachusetts, and the Whitmore family moved from New
York. It would not be until 1956 that the city of Ann Arbor would annex East Ann Arbor
in Pittsfield Township to expand the overall size of the town.
Early Formal Education. Pittsfield Township is recognized for having the first
common schoolhouse in Washtenaw County, which was situated in section 16, as
directed by Congress in a 1785 ordinance. This ordinance determined that the 16th
section of each township be placed in the custody of the state for common school
purposes (“Ohio History Connection,” 2015). This school was initially named Mallet
Creek School and served students from 1825 to 1853. Figure 11 below identifies section
16 on the Pittsfield Township map, which is where the local school was situated. The
influence of this pioneer school on the Ann Arbor community was critical to reproducing
culture through an education system that prepared youth for specific trades and other
tasks requiring formal training. The Mallet Creek School served young children in
Pittsfield Township until they were able to contribute to the family farms.
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Figure 11. Map of Pittsfield Township, 1820−1830.
Note: Pittsfield Township Historical Society
Lower Town. Anson Brown, who settled in the main village of Ann Arbor in
1827, eventually established an additional subcommunity in Ann Arbor. Prior to
relocating to what became known as Lower Town, Brown had operated a store on Main
Street in the center of town. He was a businessman from New York and had goals of
contributing to the expansion of Ann Arbor beyond the Upper Village location. This
study explored components of culture and conflict, specific to the additional
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subcommunities emerging around the main village of Ann Arbor. Identifying the culture,
norms, and tasks of the Lower Town community supported an understanding of the
evolution of the town of Ann Arbor.
Laborers and the Working Class. In 1829, Brown purchased land in what would
later be known as Lower Town. In 1832, he partnered with Edward Fuller to purchase
additional land to include the streets of Broadway, Wall Street, Maiden Lane, Traver, and
Pontiac Trail. Figure 12 is a map drawn of Lower Town in the early years of it
development. They built a dam across the Huron River, a mill, and a store. Brown
sought the appointment of postmaster in 1832 and relocated the post office to Lower
Town despite opposition from residents of the Upper Village.

Figure 12. Lower Town addition, 1832.
Note: Bentley Historical Library (M 4114, A8G46 1832 S7. Negative: na13, 550)

57
Anson Brown’s ability to lead and sustain the development of Lower Town into a
town center ended with his early death from a cholera outbreak in Ann Arbor in 1834.
Members of the town petitioned to relocate the post office back to the Upper Village.
The future development of Lower Town paled in comparison to the main village;
however, this section of the Ann Arbor area operated as a separate village until it was
annexed to the city of Ann Arbor in 1861 and became the fifth ward.
During the 1830s, Lower Town became an attractive location for the working
class laborers of the area. Figure 13 shows how the geographical location evolved into a
subcommunity of Ann Arbor representative of the working-class settlers in the area.
Initially operating as a separate village, residents of Lower Town relied on resources
independent of the main village of Ann Arbor for many years. The population in Lower
Town was diverse, as reflected in the 1900 census table referenced by the Broadway Park
Redesign Project website (“Broadway Park Redesign Project,” 2015). During this time,
residents were noted as having migrated from Canada, New England states, as well as
southern states. In addition, many were of African, German, and Irish descent. Land in
Lower Town was more affordable than in the main village and there were no deed
restrictions for residency in this section of town.
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Figure 13. Lower Town subculture.
Formal Education Structures. The Rev. Thomas Holmes was considered a leader
of this diverse community in Lower Town and was devoted to educating students in a
basement schoolhouse on Wall Street, which was later renamed the District School after
1840 (Stephenson, 1927). The school was initially located in the lower level of the
Baptist Church on Wall Street, but the completion of the Central Railroad in 1839
increased the local population, requiring a larger site on Traver Street. The school served
children of the working-class residents, teaching traditional subjects in a “common
school” structure. Although Ann Arbor schools were not racially segregated, racial
housing restrictions resulted in most of the African American students being educated in
Lower Town or the Old Fourth Ward.
West Ann Arbor and Scio Township. Immigration to the Ann Arbor area began
soon after the founding of the town in 1824. Opportunities for a new beginning,
economic advancement, and cultural reproduction were of high interests to many

59
immigrants. While many of these residents brought valuable skills and resources to the
Ann Arbor area, cultural conflict would become a core challenge among residents as the
population of immigrants rapidly grew.
German Immigrant subcommunity. While the upper village and town center
remained primarily occupied by former residents of New England, New York, and
Pennsylvania, by 1830, immigrants from what is now known as Germany had begun to
settle in the Ann Arbor area. David Allmendinger, John Henry Mann, and Ernst Peter
Schilling were the first immigrants to arrive in the Ann Arbor area from Wurttemberg.
Initially arriving in New York and Pennsylvania, the men moved to the Ann Arbor area
and initiated the immigration of hundreds of German families to the area over the
following decades.
Ernst Schilling and Daniel Allmendinger purchased land in 1829 in Scio
Township just outside the Village of Ann Arbor. Allmendinger headed a family with 13
children and situated his farm west of the village of Ann Arbor on Jackson Avenue, just
past Maple Road. He designated an acre of his land for the first German church in the
Ann Arbor area. The Bethlehem Cemetery is still located on this land, just off Jackson
Avenue, and continues to be owned by the Bethlehem United Church of Christ, which
was originally established as the First German Evangelical Lutheran Church of Scio
Township in 1833 (Chapman, 1881). Figure 14 dipicts early immigrants from
Wurttemberg in Ann Arbor.
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Figure 14. Church on donated Allmendinger Land, 1881.
Note: Bentley Historical Library
Jonathan Henry Mann is recorded as being the first settler of German descent to
settle in the main village of Ann Arbor (Stephenson, 1927). Unlike the majority of early
German settlers who established farms, and lived nearby each other, Mann was a tanner
by trade and moved to a lot on First and Washington Streets rather than to the German
community outside town. Mann remained connected to the German community,
however, and was considered one of its leaders.
As immigration from Wurttemberg and other areas of what is now southwestern
Germany increased, German families purchased farms in the townships of Scio, Lima,
Freedom, and Lodi. In 1855, it was noted by J. G. Kohl that during the early 1830s in the
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Swabian region, “word was passed from village to village, friend urging friend to go”
from Europe directly to Ann Arbor (Stephenson, 1927). By 1855, more than 5,000
Swabians had settled in Ann Arbor from what is known today as the southwest region of
Germany. The immigrants were fleeing Europe and the after-effects of a long series of
war, of which Napoleon Bonaparte had been a central figure. After the Napoleonic wars,
many people in Europe were in search of social and political freedom, which led to the
migration of many to the United States. Within a few years, Ann Arbor’s German
immigrants eventually outnumbered the New England settlers, significantly impacting the
growth and development of the existing Ann Arbor culture (Stephenson, 1927). Places of
worship, housing, and education within Ann Arbor would all be influenced by this
sudden increase in German migration to the village.
Formal education and cultural reproduction. The Ann Arbor community was
culturally divided early on, which was evident by the physical location of specific land
purchases. German immigrants built farm communities just outside of the Ann Arbor
village, which mirrored the German culture they brought with them to Washtenaw
County. German settlers did not associate frequently with the New England settlers, as
language was a critical barrier in the beginning. According to Ten Brook (1895), the
citizens of Ann Arbor of differing cultures tended to “ignore” one another (p. 181).
Initially, this prevented the first generation of German settlers from participating in town
affairs or contributing to political decisions. Stephenson (1927) describes how the
German settlers initially built Zion Church over a mile outside of Ann Arbor in 1834 and
“tended to keep to themselves” (p. 92). The churches and schools created by the German
settlers used their native language exclusively for decades. This supported cultural
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reproduction within the German community and in maintaining cultural values and
norms, while remaining in proximity to the conveniences of the main village.
Cultural and language barriers enabled the Upper Village colonists to establish a
dominant culture with norms and values that were also reproduced through churches and
schooling. It was not until after the University of Michigan moved to Ann Arbor that
many German families began to transition to neighborhoods closer to town and
established a predominantly German-American community south of Huron Street and
West of Main Street, later known as the Old West Side of Ann Arbor.
In 1833, John Henry Mann sent a request to the Basel Mission House in
Switzerland to send an Evangelical Lutheran pastor to the German community in Ann
Arbor. Some early immigrants were welcomed at churches in town, which were
established by the English; however, there was a strong desire among the German
immigrants to worship and be educated in their native tongue. Friedrich Schmid was sent
to minister to the families in the church built on land donated by Daniel Almendinger in
Scio Township. This church was initially named the First German Evangelical Society of
Scio Township and was located just off Jackson Road. Eventually, Schmid was called to
pastor multiple churches, all of which conducted services in German. Upon its relocation
to town in 1849, the church was later renamed Bethlehem United Church of Christ. This
church began serving and educating students in 1845 and ultimately built a school to
serve children of German descent on First Street in the Old West Side of Ann Arbor.
Figure 15 demonstrates the development of the German subcommunity within Ann
Arbor durign this time.
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Figure 15. German immigrant subculture.
Northern Ann Arbor. Similarly, Irish settlers in Ann Arbor settled north of the
main village beginning in the 1830s. Over the next 30 years, the Irish-American
community expanded and developed a cohesive community just north of the main
village. Initially, this community migrated within the boundaries of Huron, Glen, North
Main Street, and the Huron River (“Complex of St.Thomas the Apostle”). Similar to
other settlers to the area, the Irish immigrants also established a subcommunity within the
Ann Arbor area by organizing religious structures and formal schooling to serve its
members.
Irish immigrant subcommunity. Many Irish immigrants were skilled workers who
were attracted to job opportunities during the development of Ann Arbor and its physical
structures. After identifying the primary boundaries of the Irish immigrant
subcommunity, these settlers also built churches and schools that reflected Irish culture.
In 1845, the first St. Thomas the Apostle Church was established on East Kingsley Street.
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Parochial schools soon followed, which supported the education and socialization of
children within the Irish Catholic community. Figure 16 illustrates the development of
the Irish subcommunity within Ann Arbor during this time.
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Figure 16. Irish immigrant subculture.
African Americans in Ann Arbor. Multiple subgroups of African Americans
migrated to Ann Arbor before and after the Civil War. Similar to the social and
economic differences evident among the American colonists, the African American
community reflected a range of diversity as well. New England settlers brought some
African Americans to Ann Arbor, others passed through the area via the Underground
Railroad, and a select few settled in the area by choice as free persons of color. The
experiences and tasks of each subgroup may be attributed to the evolution of a diverse
African American community in Ann Arbor. Figure 17 oultlines the formation of the
African American community in Ann Arbor.
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Between 1820 and 1850, formal structures for religious services and education
were absent within the African American communities. Each subculture organized
around the primary tasks of individuals. Socialization occurred informally, reproducing
the culture within the community. This cultural knowledge was specific to task-related
skills, faith-based practices, and cultural norms.
Service worker subculture. During the initial settlement of Ann Arbor, several of
the prominent New England settlers brought African Americans with them to town as
service workers and utilized their labor mainly within the home. Many of the prominent
New England settlers were judges, politicians, or doctors who brought African
Americans to Ann Arbor with their families to work as housekeepers and cooks. These
African Americans generally resided in the homes of families who lived in the main
village. Members of this subgroup were initially educated informally by family and
community members to reproduce the culture of preparing individuals to be service
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workers who could perform specific tasks to support the growth of the town. The African
American service subculture of early African Americans in Ann Arbor is reflected in
Figure 18.
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Figure 18. African American subculture: Service workers, 1820-1830.

After the University of Michigan moved to Ann Arbor in 1837, the need for
service workers increased, and other African Americans from areas outside of the main
village began to seek housing closer to the jobs in town, which proved to be a challenge.
In addition, as the first generation of African American service workers began to have
their own families, the need for local housing near the main village for the second
generation of African Americans in Ann Arbor increased. Formal education for this
subgroup of residents was limited. Many children worked odd jobs to contribute to the
household income. Coal carriers, shoe shiners, and newspaper sellers were common jobs
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for young African American boys within the main village through the mid-1900s
(Patterson, 2015).
Prior to 1850, there were no African American churches built in or around Ann
Arbor. Without formal spaces for worship purposes, African Americans were also unable
to establish formal educational structures similar to the parochial schools created by the
German and Irish immigrant communities. Instead, African Americans were reliant on
the original Caucasian settlers in the main village to extend opportunities for formal
education and the dissemination of property for building places of worship.
Between 1840−1850, a growing population of second-generation African
Americans resided in and around Ann Arbor’s main village, primarily as renters or
boarders. The area known as the Old Fourth Ward housed what eventually became the
“Black Business District” and proved to be one of the few areas where African
Americans could acquire housing with no racial restrictions. Figure 19 identifies the
geographical location of the historic district, which served the African American
community in the Old Fourth Ward.
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Former Ann Arbor Mayor Albert Wheeler describes the Black Business District as being
located on E. Ann Street, between Main and Fourth Streets (Fitzgerald, 1985). This
block was at the core of the African American community, also consisting of Fifth Street,
Beakes Street, High Street, and Catherine Street. The restrictions on housing for African
Americans, in addition to the limited affordable rent options within the core village of
Ann Arbor, each contributed to high percentages of African Americans residing in the
Old Fourth Ward. This trend persisted well into the 1960s.
Farming SubCulture. Free African Americans who traveled to the Ann Arbor
area were able to purchase land for farming. They resided several miles from the town
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center and remained isolated from the business of the main village. Children of former
slaves were informally educated by immediate and extended family members to support
and retain the family farm. Learning the tasks necessary to sustain the challenging farm
lifestyle was critical to the survival of many African American families during the 1800s.
Occasionally, African Americans who lived just outside Ann Arbor would go into town
periodically to purchase goods or to engage in worship routines with African Americans
who were service workers within the main village.
The earliest African American land purchasers in the Ann Arbor area were
documented as freed slaves during the late 1820s. John Wesley Brooks and the Aray
family are two examples of freed African Americans who settled in East Ann Arbor, near
Platt Road and Michigan Avenue (Pittsfield Historical Society). The Aray farm consisted
of 160 acres in section 13 of the Pittsfield Map in Figure 20.
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*John W. Brooks Property
Figure 20. Pittsfield map, 1820-1830.
Note: Pittsfield Historical Society

This land was located just off Michigan Avenue near Textile Road. Brooks and Aray
purchased land in Pittsfield Township to establish family farms. Traditionally, land
surveyors who purchased large quantities of land from the state would generally only
retain the land for a brief period, until an interested buyer made an offer. Unlike many
original settlers to East Ann Arbor, John Wesley Brooks and Jacob Aray are noted as
secondary purchasers of the land because they did not make the original purchase from
the state (Pittsfield Historical Society).
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Brooks purchased land situated in section 26 of Pittsfield Township in 1829 to
establish his farm. Born in Maryland as a slave, Brooks was sold as a child to a slave
owner in New York, where he remained until the age of 30. In 1827, a lawyer in New
York assisted Brooks in establishing his freedom and a year later he moved to Michigan.
Upon arriving in Pittsfield Township as a freedman, Brooks purchased 80 acres of land
for $100. He established a farm, which he tended for 25 years before moving into the
town of Ann Arbor (Shackman, 2000).
The Brooks and Aray family names are significant among members of the present
day African American community in Ann Arbor. Both families were pioneers in
establishing key components of the subcommunity within the town. Asher Aray, the son
of Jacob and Berthena, is known to have been one of few documented African American
men who served as a “conductor” for the Underground Railroad (Jones & Gibson, 2006).
Likewise, John Wesley Brooks is credited with founding the African Methodist Episcopal
Church in Ann Arbor, through the establishment of the Union Church in 1855.
Within Pittsfield Township, the education of African American children was
specific to the tasks of the adults, which centered on sustaining the family farm and
livelihood. Members of the community, such as Brooks, would lead informal, faithbased routines and practices within family homes, in the absence of formal churches.
Figure 21 shows the structure of the East Ann Arbor African American farming
subculture through 1850. Overall, the nature of this subculture of African Americans was
shaped by the tasks of the individuals and their role and status within the greater Ann
Arbor community.
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Figure 21. African American subculture: Farmers, 1820−1850.
Laborer subculture. Prior to the Civil War, African Americans who migrated
permanently to the Ann Arbor area and Washtenaw County were limited to the farmers
who were freed slaves or service workers in the main village. The establishment of the
Underground Railroad allowed many runaway slaves to pass through the area en route to
Canada. The Fugitive Slave Act, which passed as a portion of the Compromise of 1850,
enhanced the parameters of the original Fugitive Slave Act of 1793. While slavery was
illegal in Michigan during this period, Union states were legally required to return
escaped slaves to their owners in the South. The majority of African American’s who
passed through the county between 1820−1850 were using “stations” on the Underground
Railroad, pursuing freedom in Canada.
During this time, several Quakers had also migrated to Ann Arbor and
Washtenaw County from New England, as well as many Abolitionists. These settlers
worked with others to facilitate the movement of escaped slaves in the area to Canada.
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Guy Beckly and Theodore Foster were coeditors of The Signal of Liberty newspaper,
which advocated the abolition of slavery. Their print shop was located on the Huron
Block of Broadway Avenue on the second floor of Josiah Beckley’s mercantile shop (see
Figure 22).

Figure 22. Signal of Liberty print shop, Lower Town.
Notes: Bentley Historical Library

Despite the sympathetic views of many Ann Arbor residents towards slavery, African
American laborers created separate communities in Lower Town and outside of the main
village.
Escaped slaves who previously passed through the Detroit and Ann Arbor areas
while stopping at “stations” on the Underground Railroad, returned from Canada after the
Civil War to permanently settle in Ann Arbor. Nearly 230 African Americans were
documented as residents of Ann Arbor on the census of 1870 (Marwil, 1887). Many of
these residents moved to the Old Fourth Ward or Lower Town and lived among second-
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generation German and Irish immigrants, second-generation African American service
workers, as well as other working-class citizens of Ann Arbor. Figure 23 outlines the
geographical boundaries of Lower Town within Ann Arbor.
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Figure 23. Lower Town boundary map.
Note: LocalWiki – Ann Arbor, Lower Town

Figure 24 shows the organization of Lower Town as a community of laborers, where
many African Americans settled. Housing in Lower Town and certain sections of the
Old Fourth Ward was not difficult to obtain for African Americans in Ann Arbor. There
were no housing restrictions for non-white residents in these areas, which contributed to
the high concentration of African Americans in the north-central portion of the city over
time. The segregated housing patterns, which evolved early on in Ann Arbor, eventually
became a direct contributor of segregated schools over the next several decades.
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Figure 24. African American subculture: Laborers 1820−1830.
Summary. John Allen and Elisha Rumsey succeeded in establishing a
prestigious town that would be held in high regard. Several aspects of the founding of
Ann Arbor contributed to the establishment of a local elite society with strong
educational values. The platting of land by Allen and Rumsey, in addition to other land
surveyors, supported the development of the main village as the core of Ann Arbor.
Allen also emphasized the importance of education within the community with the
establishment of several private schools within Ann Arbor, which will be discussed in
detail in Part III.
Both the migration of immigrants to the Ann Arbor area and the development of
rural communities east of Ann Arbor contributed to the challenges of cultural conflict and
cultural dominance, which is reflected in Figure 25.
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Figure 25. Cultural separation 1820-1830.

The physical separation of the original cultural groups around Ann Arbor’s main village
supported a culturally segregated community, each with unique values and norms. Each
cultural group socialized its members independently through formal and informal
educational structures.
In contrast to the other settlers and immigrants, the African American community
struggled from the beginning to realize one cohesive community structure. Instead,
African Americans were organized into subgroups that were established around the tasks
of the individuals. Churches within the African American community did not materialize
until after 1850, and there were no parochial or private schools to specifically support
members of this community within Ann Arbor. Unlike the settlers who moved to the
area from the eastern United States or from Europe, African Americans relied primarily
on informal means of socialization. The lack of formal education within the African
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American community resulted in a far higher percentage of of working class citizens in
that group compared with the composition of other groups. Ann Arbor used the labor of
African Americans to grow but did not provie an environment that fostered their
intellectual or economic growth. Their mobility was limited by restriction son where
they could live, and those also on where they could study and work.
Part III: Cultural Geography
The cultural organization of the established subcommunities of Ann Arbor
significantly impacted the structure and development of common schooling and
education offered to children before and after 1850. Figure 26 dipicts the geopgraphical
separation of each subcommunity through 1850.
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Figure 26. Cultural Separation 1820-1850.
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This section explores the nature of the evolution of the Ann Arbor Public Schools by
examining the origins and implications of the formal and informal education of various
cultural groups within Ann Arbor. Tracing the physical locations of each subculture over
time, as well as the cultural conflicts that have arisen as a result, was central to this study.
This research sought to understand the process by which independent cultural values and
norms, communicated through formal and informal modes of socialization, became
influenced by the physical transitions of cultural groups in Ann Arbor.
Formal education and socialization.
Private and parochial education. Prior to 1830, children in and around the main
village of Ann Arbor who were afforded a formal education primarily received private or
parochial schooling (see Figure 27). Within the main village, professional residents and
high-ranking officials used private education to prepare children for similar careers.
Members of the main village of Ann Arbor relied heavily on costly private education that
initially kept the number of children enrolled in school low and supported a caste system
within Ann Arbor.
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Figure 27. Main village education.

In 1828, John Allen established the Academy, which was known as a private “select
school” for older students (Bidlack, 1962, p. 45). The Ann Arbor Academy was run by
the Merrill brothers and had an enrollment of 100 students by 1832. According to
Bidlack (1962), several of the students traveled from Detroit, as the Ann Arbor Academy
was the only school in the territory serving students beyond the “common school” levels
(p. 45). Establishing multiple options for private education attracted professionals to the
main village, with many expecting to continue the education of their children on to the
university level. Figure 28 outlines the progression of educational institutions that
evolved during the mid-1800s.
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Figure 28. Ann Arbor Public Schools time line.
During the 1830s, several additional private schools emerged within the main
village of Ann Arbor. The structure and instruction in these schools mirrored those
previously established in New England and New York. For example, in 1832 Allen
supported the establishment of the Manual Labor School for boys, which operated for
seven years with an enrollment of close to 30 students. In 1835, Luke Parsons also ran a
private high school on Huron and Fourth streets (Stephenson, 1927). The Griffin School
opened its doors in the same year for the education of young women but closed a few
years later. One of the most successful private schools was the Clark School, which
opened in 1839 and was run by the three Clark sisters. This school was located on the
Argus Block on Main Street and maintained high enrollment until it closed in 1875
(Stephenson, 1927).
Prior to the 1850s, private schooling and parochial education were dominant
modes of socialization through organized, formal education. Residents of the main
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village of Ann Arbor relied heavily on private education, which was accessible only to
those settlers who could afford to take advantage of a high-cost education. Private
schools prepared students for advanced study in higher education and in specific
professions, including medicine and law. In addition, many schoolhouses were located
within worship spaces, which benefited individuals affiliated with specific religious
denominations in town. Parochial schools served those affiliated with the church and
instilled religious values in addition to traditional subjects. Many residents within the
main village valued private and parochial schooling more than the public school model.
The emergence of public education. In addition to the existing private schools,
public education began to emerge by the 1830s. In 1829, there was “districting of the
Ann Arbor region” for the purpose of erecting public schools across town (Stephenson,
1927, p. 123). Allen assisted Orrin White in opening the first public school in 1830,
which served students between ages five and fifteen. White moved from New York to
East Ann Arbor in 1824, where the first common school in the county was established in
Pittsfield Township. According to Stephenson (1927), in 1840 there were only 139
students enrolled in public school within Ann Arbor, and Allen grew increasingly
concerned about the low enrollment. The pressure to increase the quality of public
schools in Ann Arbor grew as private and parochial schools continued to compete for
student enrollment.
The evolution of publicly funded schools in Ann Arbor was slow to materialize.
A Report of School Commissions identified only 35 enrolled students in public schools in
Ann Arbor during 1832, with only one public elementary school for the town (Chapman,
1881). The September 10, 1835, issue of the Michigan State Journal published a report
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on the neglect of schools in Ann Arbor and resistance by residents to support a tax to
fund common schools (Doll, 1987). Many residents of the main village could afford
private education and others supported parochial programs in town. The Michigan Argus
reported that during 1841−1842, there were only two public schools in Ann Arbor, which
operated on a four-month calendar (Doll, 1959). The citizens publicly funded neither
school, and there was criticism that such a costly jailhouse was erected during this time
for $120,000, while the condition of the public schools was so poor. In 1842, John Allen
collaborated with Franklin Sawyer, Jr., the state superintendent of public education, to
form the Washtenaw Common School Society. The goal of this organization was to rally
local citizens in support of establishing a tax to enhance the quality of public education
and to increase citizen participation (Chapman, 1881).
Despite the cultural and physical separation of subcommunities in Ann Arbor
during this time, the main village and town center continued to progress through an
increase in the migration of professional citizens. According to Bidlack (1962), Allen
was confident that strong schools in town would attract new settlers to Ann Arbor in
larger numbers. While the overall development of the main village was a primary focus,
John Allen and other town leaders took notice of the need to enhance the role of public
education that would support the socialization of a greater number of Ann Arbor citizens.
Allen’s vision coincided with the physical growth of Ann Arbor, which prompted an
increase in migration, as well as the expansion of the boundaries of Ann Arbor beyond
the main village (see Figure 29).
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Figure 29. Geographical transitions/subcultures.
Influences of main village expansion: 1830−1850. The need for a centralized
public school organization within Ann Arbor was driven by John Allen’s belief that
establishing options for quality education within the town would attract prominent
citizens and increase the value and wealth within Ann Arbor. In addition, ensuring that
the majority of children in the community would receive a formal education would
necessitate the development of a public education system in Ann Arbor. Several factors
during the 1830s contributed to population growth within the town, as well as the need to
refocus town efforts on educating a greater majority of children from multiple cultural
groups. Many developments in Ann Arbor during the 1830s resulted in an increase of
diverse residents migrating from farm communities to neighborhoods closer to the
boundaries of the main village, as reflected in Figure 30. This shift in demographics
closer to town would impact the demographics and structure of the public school system
within the boundaries of various housing restrictions in town.
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Figure 30. Influences of population growth, 1830s.
The 1830s and 1840s brought diversity to the demographic composition of Ann
Arbor and the physical location of many of the subcommunities. With town growth came
the need for laborers and skilled workers. In addition, the establishment of highly
regarded educational facilities in town also attracted what was called “transplant”
residents. These individuals moved to Ann Arbor temporarily to educate children at the
Academy, with hopes of gaining entrance to the University of Michigan, which relocated
to Ann Arbor from Detroit in 1837.
The progression of education towards a central public school system that would
educate a significant percentage of children in Ann Arbor gradually evolved out of an
increased need for publicly funded schooling for a growing population. Formal
education would no longer be a limited privilege of the wealthy, though private education
would remain a viable option in Ann Arbor for some residents. While private and
parochial schools would not disappear, those institutions would primarily serve specific
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subgroups of the greater population. Some residents of Ann Arbor would continue to
value faith-based education and higher-priced private education as alternatives to public
schooling. Consequently, students attended different types of school based on the wealth
and social status of their parents.
The Ann Arbor Land Company. The physical expansion of Ann Arbor may
be attributed to several land additions after 1830. The establishment of the Ann Arbor
Land Company by prominent Ann Arbor residents in 1836 was a primary influence in the
growth of the town, as dipicted in the advertisement in Figure 31. The Ann Arbor Land
Company (AALC) facilitated a great portion of the physical expansion of Ann Arbor
with extensive purchases of multiple plats of land around the main village.

..........
Figure 31. Publication: Ann Arbor Land Company, 1837.
Note: Bentley Historical Library
Between 1836−1839, the AALC purchased 330 acres of land, 40 of which were
donated for the relocation of the University of Michigan to Ann Arbor in 1837. The
growth of the University of Michigan attracted a diverse population, including
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administrators, faculty, students, manual laborers, maintenance and custodial workers,
and cooks. Many faculty and students were able to secure housing in the main village, in
prestigious houses, or in campus housing. German and Irish immigrant laborers
commonly resided just outside the main village. German residents began moving to
homes west of the main village and Irish families were centralized north of the main
village within the boundaries of Glen Avenue, Huron Street, and the Huron River (Doll,
1987).
As the primary land surveyors of Ann Arbor, the Ann Arbor Land Company
directly influenced the demographic composition of Ann Arbor and the physical location
of multiple subcommunities during the mid-1800s (see Figure 32). By 1846, William
Maynard and the AALC began platting roads to establish the Old West Side of Ann
Arbor, also known as “Little Germany.” Members of the AALC had a careful hand in
defining the boundaries of the main village, of the neighborhoods for various cultural
groups, and of the land designated for town business and growth. The development of
the Old West Side neighborhoods allowed the second generation of Germans immigrants
to relocate to homes closer to the main village, establish businesses, and also begin to
engage in town politics.
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Figure 32. Ann Arbor land additions.
The Michigan Central Railroad. The completion of the Michigan Central
Railroad increased the accessibility of Ann Arbor from the east. There was more
opportunity for frequenting Ann Arbor, as well as for establishing local businesses that
produced goods for sale in Detroit. Prior to the completion of the railroad, there was a
demand for laborers, which attracted a diverse population of workers to the area. When
the railroad was in operation, porters and draymen became common positions for African
American men in Ann Arbor. As a result, African American workers also began to seek
housing closer to town to better access employment and places of worship.
The University of Michigan. The addition of the University of Michigan and
additional job opportunities increased the presence of African Americans in town.
Available housing, which was also affordable, was often limited to the Old Fourth Ward
or Lower Town, where there were no housing restrictions in place for selling or renting to
African Americans. An increase in service job opportunities in Ann Arbor prompted the
gradual development of a growing subcommunity of African Americans. This growth
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also contributed to the challenges of establishing a public school system that would
successfully serve all children within Ann Arbor.
Summary. The physical location of each subcommunity surrounding the main
village would have implications for the educational structure of public schools in Ann
Arbor moving forward. Prior to 1850, each subcommunity was physically separated, and
established independent neighborhoods, churches, and schools for its residents. The
socialization of each subgroup occurred through formal schooling and informal education
through the late 1800s. As more jobs became available closer to the town center, many
of the subcommunities and cultures grew closer in proximity, which over time impacted
the formation of the public schools in Ann Arbor. With an increasing population, the
need for a structured and organized public system for educating youth would become a
primary focus for town leaders.
Formation of the Ann Arbor Public Schools. Between 1830 and 1856, the
organization of the Ann Arbor school system underwent repeated transitions in response
to the changing demographics and political conflicts (see Figure 33). The Legislative
Council of Michigan established the Township of Ann Arbor in 1827, which included the
Village of Ann Arbor (“Ann Arbor Charter Township”). In 1830, the township was
divided into eleven districts, with District #1 encompassing the main village of Ann
Arbor.
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Figure 33. Evolution of Ann Arbor School District.
Two-district school system. In 1845, residents of the main village petitioned
Walter S. Perry, superintendent of schools, to divide the district before investing in a
large Union School for all residents. Residents of the southern and western portion of
Ann Arbor, who feared that two separate districts would not be equitable (“Ann Arbor
School History”), submitted counter petitions. Ultimately, a two-district system was
established to serve students residing within the attendance boundaries of each district.
The North District #11 school was originally housed on East Kingsley Street.
This building was later sold and used as the first St. Thomas Church building. The
school for the South District #12 was located on Fourth and William streets and was the
former Ann Arbor Academy building. The two-district system experienced many
inequities, including lower pay for teachers in the North District and fewer enrolled
students (“Ann Arbor School History”). The tension and controversy within the
community, which stemmed from the two-district structure, prompted further changes
around the districting of public schools in Ann Arbor in subsequent years.
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John Allen’s vision for public schools in Ann Arbor focused on creating one
central school district large enough for all students with funding provided by the state and
local taxpayers rather than by tuition. Despite Allen’s leadership in the community, it
took several county meetings before agreement was reached on the structure of “common
schools,” as they were known at the time (Stephenson, 1927). The Michigan State
Journal published an article in the April 27, 1847, issue, which presented a proposal in
opposition to Allen and others that advocated maintaining the two-district school system.
The article presented the financial benefits of having two districts instead of one and
attacked the public tax law proposed by John Allen and Samuel Denton. According to
Stephenson (1927), the two-district structure remained in place until 1851, when Ann
Arbor was divided into wards and the schools were reorganized once again (see Figure
34).

Figure 34. Ann Arbor Public Schools time line.
One-district school system. Ann Arbor was incorporated as a city in 1851 and
Main and Huron Streets became the dividing lines for each of the four wards, where “one
school and polling place” were assigned to each (Shackman, 2001, p.22). The twodistrict system was dissolved and the city adopted one central district, #11. The city
started to invest in K-12 education with the construction of the Union School, which
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opened in 1856 and would later be known as Ann Arbor High School. Shackman (2001)
asserts that at the time, this school was one of the most expensive projects in the state for
a K-12 public education institution.
The platting of the Old West Side of Ann Arbor and the addition of new
neighborhoods to the town during the 1840s decreased the New England influence in
town and gave greater voice to the second generation of German American residents,
who were less interested in farming than their parents had been and more involved with
town affairs, politics, businesses, and education. Figure 35 reflects that two of the four
ward schools primarily served German residents and even employed German-speaking
teachers (Shackman, 2001).
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Figure 35. Ward schools/cultural groups.
The four ward schools in Ann Arbor were developed and organized with great
influence from German settlers. Ward schools two, three, and four were later named
after German settlers who had been prominent in local education and business.
Shackman (2001) outlined the location and structure of the four ward schools: “The First
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Ward School was located on State Street” and was eventually purchased by the
University of Michigan and used as part of its main campus (p. 22). Additionally, the
Second Ward School was located on Jefferson and Fourth Streets and primarily served
“children of the Old West Side where the majority of the Germans resided” (Shackman,
2001, p. 22). This school was later renamed after former mayor of Ann Arbor and school
board member Philip Bach in 1895. The Third Ward School was located on Miller Street
and was eventually named after Christian Mack, another prominent German community
member. The Fourth Ward School was located at 401 North Division and later named
Jones School after Elisha Jones, who was the second superintendent of Ann Arbor
schools. This school was initially built in 1869 as a six-room schoolhouse but was later
rebuilt in 1922.
Ann Arbor ward schools and cultural reproduction. The initial organization
of the five ward schools during the mid-1800s supported a culturally segregated
educational structure within Ann Arbor’s single public school district. The role of
various land surveyors, as well as residency restrictions, supported the creation of
physical parameters for maintaining separate schools. Specifically, key stakeholders
within the first ward, including members of the Ann Arbor Land Company, influenced
the geographic distribution of cultural groups around the main village of Ann Arbor to
protect and preserve the dominant New England culture. This research examined the
expansion of Ann Arbor beyond the main village, including the organization of additional
wards through 1861.
First Ward School: New England settlers. The First Ward School on State Street
served descendants of the original New England settlers, who were professional residents
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within the main village of Ann Arbor. Members of this cultural group were sorted into
private, parochial, and public schooling within the First Ward, with admittance to the
University of Michigan being an expected outcome for many. First Ward School
teachers lived in the first ward community and socialized students to sustain the
“aristocratic” nature of the main village (“Ann Arbor School History”). Access to
housing and schooling within the First Ward was limited for other cultural groups. In
addition, many African Americans did not reside in the first ward, with the exception of
those who were housed as service workers within the homes of an employer. These
barriers ensured that the values and norms of the main village culture were reproduced
through the socialization structure of the First Ward School.
Second & Third Ward Schools: German immigrants. During the 1840s, the
second generation of German immigrants began to move closer to town, into what is now
known as the “Old West Side.” This land was platted by the Ann Arbor Land Company,
which had been established by several businessmen from the First Ward community.
While the second generation of German descendants was more willing to familiarize
themselves with the norms of the American culture, they also shared a strong desire to
preserve German cultural values. Initially, the Second Ward School was primarily
organized to support and reproduce this culture, with the Third Ward School being
erected shortly after. German-speaking teachers were hired to work in the Second and
Third Ward schools, even though the curriculum was generally taught in English
(Shackman, 2001). Unlike the other ward schools, the use of the German language in
these schools was common, to accommodate and socialize the student majority. Similar
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to how English was used in the First Ward School, language created a barrier in the
Second and Third Ward schools, limiting access for non-German speaking students.
Fourth Ward School: The “Old Fourth Ward”. The Fourth Ward School
opened in 1869 on N. Division Street. During the late 1800s, it primarily served secondgeneration New Englanders. Not until after the mid-1900s did the Fourth Ward School
begin to reflect a higher percentage of African Americans than any other ward school.
The proximity of the “Old Fourth Ward” to the main village supported African
Americans in acquiring affordable housing close to many of the service jobs in town. As
African Americans moved into the Fourth Ward, attending school and engaging in formal
education would gradually become common practice among members of this cultural
group.
The enrollment of African American children prior to the early 1900s was
significantly low in comparison to other cultural groups in Ann Arbor. Lydia Bell
Morton (b. 1916) recalls being the only African American student in her classes during
her tenure at the Fourth Ward School, which was later renamed Jones School. Her
experience speaks to the limited number of enrolled African American students prior to
1930 (“Ann Arbor Cultural & Historical Museum”). In addition, Willis Patterson
(b.1930) recalls never having encountered a non-white teacher while at Jones School or
Ann Arbor High School (“Ann Arbor Cultural & Historical Museum”). Such
reminiscences speak to the differences within the African American community with
regard to socialization through formal education. While most ward schools were initially
organized to primarily serve a specific cultural group, African Americans were not the
dominant cultural group in any of the schools. In addition, African American teachers
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were not hired to provide instruction and support African American students within the
Fourth Ward School or any of the district schools. It would not be until 1952, when
Harry Mial was hired at Jones School, that an African American teacher served in the
district (Ann Arbor News, 1986). After the 1950s, Jones School would serve a significant
percentage of African American students due to the housing patterns in Ann Arbor and
the increased population of non-white residents.
Ward Five School: Lower Town. Lower Town was annexed by Ann Arbor and
became the Fifth Ward in 1861 (see Figure 36). There were no housing restrictions in
Lower Town, which allowed African Americans living on the north side of Ann Arbor to
be served by the Fifth Ward School on Wall Street. Lower Town was considered a
working class subcommunity of Ann Arbor and was ethnically diverse.
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The 1900 Wall Street Census Table reveals that the Lower Town residents living on Wall
Street remained working-class citizens of English, German, Irish, and Canadian descent
(“Broadway Park”). Each of the three African American households on Wall Street
during this time had Canadian roots and also included was descedents of escaped slaves
from the United States. Many African Americans chose to return from Canada after the
Civil War and Ann Arbor was a common place for families to settle. The picture in
Figure 37 reflects a diverse body of pupils enrolled at the Fifth Ward School during the
late 1800s.

Figure 37. Fifth Ward School, 1880.
Note: Bentley Historical Library/AADL

Summary. The original physical location of each of the primary cultural
subgroups of Ann Arbor was significant to the origins and organization of the Ann Arbor
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Public Schools. Prior to the development of a central public school system, private and
parochial schools dominated the formal educational training of pupils in Ann Arbor.
Each cultural subgroup functioned as an independent community, serving its citizens
through separate churches and schools (see Figure 38).

2"'., WARD SCHOOL

Afri can Ameri can
Service Workers

Figure 38. Ward schools/cultural separation.

As the town population grew, there became an increased need for a public school
system that would serve the majority of citizens at the expense of taxpayers. The
increased diversity of Ann Arbor was influenced by the enrollment and faculty at the
University of Michigan, in addition to the expansion of Ann Arbor by land surveyors.
The movement towards a public school organization was challenged by cultural conflict
among cultural subgroups. Many residents of the main village were enrolled in private
schools and opposed the establishment of a single large school system despite the quality
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of education it might offer. Members of the immigrant communities eventually chose
parochial schools that reflected a familiar culture and heritage, or public schools, which
served students by neighborhood. Racial housing restrictions permitted many public
school residents to maintain culturally homogeneous ward schools for many decades.
Overall, neighborhood schools perpetuated the segregated educational structure that was
prominent in Ann Arbor prior to the establishment of the AAPS.
Part IV: Cultural Domination
Critical events in American history, including the Great Migration and the Civil
Rights Movement had strong influences on housing patterns and public educational
institutions in the United States. Changes in Ann Arbor’s geographic and demographic
structure, including the expansion of the University of Michigan influenced the necessity
for public housing. The impact of racial desegregation on the Ann Arbor community,
especially on the educational programs offered by Ann Arbor Public Schools, is
examined in this section.
Cultural segregation. Prior to the national Civil Rights Movement, the Ann
Arbor community was culturally segregated. This was reflected in the city’s housing
patterns, de facto segregated public schools, and employment trends. By 1960, the Old
Fourth Ward had the highest percentage of African American residents of any other
census tract in Ann Arbor, with Lower Town and other surrounding neighborhoods
reporting double-digit percentages as well (“Human Relations Committee,” 1975). These
sections of Ann Arbor offered African Americans the most affordable housing, in
addition to having no racial housing codes.
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The 1960s proved to be a critical decade in the Ann Arbor schools with regard to
federal demands for desegregation in schools. There were no board policies in Ann
Arbor implementing segregated schools, however, in 1954 the board rescinded the
previously implemented Open Enrollment Policy and ruled that all students would
henceforth attend his/her neighborhood school (“AAPS Board Minutes”, April 14, 1954
Vol X p. 485). Rescinding this policy supported the segregated housing patterns
throughout Ann Arbor due to racially restrictive covenants, which initially became
prominent prior to 1950. As a result, de facto segregation in schools was established and
maintained, which limited access by African Americans to many schools and programs
throughout the district.
Urban renewal and gentrification. During the 1960s, the national push for racial
integration and open housing presented the University of Michigan with an opportunity to
expand its medical campus, thus significantly shaping the demographic distribution of
Ann Arbor residents (see Figure 39). With the majority of African American residents in
Ann Arbor residing within the Old Fourth Ward and Lower Town prior to the Civil
Rights Movement, urban renewal and gentrification became prevalent at a time when the
Ann Arbor Public Schools district was assessing its organizational structure and pupil
distribution.
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Figure 39. Medical school expansion.
Note: The University of Michigan Millennium Project (umhistory.dc.umich.edu)

In 1975, James C. Slaughter, director of the Human Relations Commission,
received a report titled, Racial Characteristics of Ann Arbor’s Population, by Census
Track 1960 to 1970. The report revealed that during the 1960s, many African Americans
moved out of track one, which was situated near the core of downtown Ann Arbor and
the main campus of the University of Michigan (see Figure 40). A significant number of
African Americans began to move to more affordable housing to the north of town. By
1970, there were 1,302 African American residents in track seven, which included the
Old Fourth Ward, and 1,204 in track eighteen, which included Lower Town. Overall,
African Americans totaled 6.8% of the Ann Arbor population at this time, which was an
increase of 2% since 1960.
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Figure 40. Census tract map.
Note: Bentley Historical Library, Human Relations Commission Report (1975)

During the 1960s, the University of Michigan expanded of the medical campus to the
north and northeast of the main campus (“Millennium Project”). Census tracks seven and
eight were initially targeted for the development of new buildings for the university. The
university began buying land and building new facilities in the Old Fourth Ward during
this time, with additional developments added in Lower Town over the following
decades: “In Lower Town, the University began to buy row houses along several streets
to expand the medical facilities” (“Broadway Park”). These homes were eventually torn
down to create space for new campus buildings and parking structures. The areas where
the majority of African Americans resided, developed community businesses, and
established resources suddenly became subject to cultural annihilation. These changes
coincided with the decision of the Ann Arbor Public Schools to initiate strategies for
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desegregation, including busing, and the reassignment of African American students so
as to racially balance schools throughout the district.
The cohesive African American neighborhoods of the Old Fourth Ward and
Lower Town were left broken as a result of the property purchases made by the
University of Michigan, in addition to those homes vacated due to economic changes.
Many African Americans relocated from single-family homes in those sections of Ann
Arbor, just as the city began to invest in low-income housing alternatives. Additionally,
African Americans were removed from the established community, where cultural
resources and Black-owned businesses were conveniently located in close proximity to
the neighborhoods (see Figure 41).
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Figure 41. African American community map.
Note: Bentley Historical Library, Broadway Park Redesign Project
Civil Rights advocacy in Ann Arbor.
The Human Relations Commission. The Human Relations Commission (HRC)
of Ann Arbor was established in 1957 with the purpose of researching and addressing
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issues of discrimination in education, housing, and employment (Powers, 2001). The
agency worked diligently to bring awareness and change to the restrictive housing
options for African Americans in the community. In the early 1960s, the commission
printed a “Summary of the Effect of Integration on Property Values,” which was
published in “The American Economic Review” (Ladd, 1962). The goal of the
publication was to dispel myths associated with integration and encourage the City
Council in Ann Arbor to promote open housing. This would also impact school
enrollment trends related to student demographic patterns within the school district and
the segregated pupil enrollment model.
The Fair Housing Act of 1968 pushed cities like Ann Arbor to establish “open
housing,” which would affect neighborhood and school demographics. Many African
American residents in the Old Fourth Ward or Lower Town were renters or owners of
single-family homes. Housing costs in those areas were significantly lower than in other
sections of Ann Arbor, which limited the ability of some African American residents to
relocate to alternative neighborhoods. Additionally, many residents within the African
American community were committed to retaining the cohesiveness established within
the Old Fourth Ward, with churches, businesses, and community centers within walking
distance.
The Ann Arbor Chapter of the NAACP. Civil rights activists, including Albert
and Emma Wheeler of the local NAACP, became vocal in their advocacy of fair housing,
education, and employment practices within the Ann Arbor Schools. In an interview
published by the Ann Arbor News, the Wheeler’s reflected on the state of education in
Ann Arbor during the 1960s and 1970s, recalling that education for African American
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and poor students was inferior. They also asserted that the implementation of “tracking,”
after the desegregation of schools, was detrimental to the ability of African Americans to
experience academic success, noting that in 1961 only 4 out of 13 African American
seniors graduated from Ann Arbor High School (Ann Arbor News, 1987). Similarly, the
frustration within the African American community over the limitations on African
Americans to obtain housing outside of the Old Fourth Ward and Lower Town only grew
during the early 1960s. The relationship between unfair housing covenants, limited
access to certain schools, and discriminatory hiring practices throughout the district
created tension among community members who wanted to see change.
The Civil Rights Act of 1964: Employment & fair housing. The 1964 Civil
Rights Act was enacted to prohibit discriminatory practices that limited opportunities for
equal employment and open housing across the country. In Ann Arbor, discriminatory
practices were revealed through the hiring practices among teaching staff in the Ann
Arbor Public Schools, in addition to faculty and administrative jobs at the University of
Michigan, and positions in the Ann Arbor Police Department. Figure 42 shows that
during the 1950s, only five African American professional staff had been hired by the
Ann Arbor Public Schools, each with limited access to students through direct instruction
of core academic subjects in the elementary and secondary schools (AAPS Memo, 1965).
Initially, African Americans were hired for non-core instructional positions, which
included art teacher, special needs teacher, and diagnostician.
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By 1965, there would be less than 25 African American teaching staff in the Ann
Arbor Schools and the local National Association for the Advancement of Colored
People (NAACP), Congress of Racial Equity (CORE), and Human Relations
Commission (HRC) would become very vocal about the unfair hiring practices at regular
school board and city council meetings (see Figure 43). In 1966, the HRC wrote a letter
to the editor of the Ann Arbor News regarding concerns from African American
employees and applicants to the Ann Arbor Public Schools related to hiring and
promotions (Mack School PTSO, 1966). The letter was in response to ten specific cases
brought to the Board of Education to question the process followed within the AAPS
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Personnel Department during interviews for new positions, as well as the refusal of the
district to promote African American employees as required by the teacher contract.
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Figure 43. Article: “More Negro teachers urged”.
Note: The Ann Arbor News, July 29, 1965 (Bentley Historical Library)

Harry Mial, an employee in the district and member of the Human Relations
Committee, filed a formal complaint with the Michigan Civil Rights Commission against
the AAPS in 1965 for statements by the superintendent that no African Americans were
qualified to hold administrative positions (Ann Arbor News, 1968). Mial won his case
and was appointed as principal of Northside Elementary School in 1968. Parents within
the community also began to call attention to their concerns regarding the lack of a
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diverse teaching staff and how this deficiency impaired African American student
learning. The lack of diversity in the instructional staff became a primary concern of
African American parents and community members as it pertained to the educational
experience of all students in the district. The pressure on the school board to begin to
hire a more diverse staff increased just as the United States court system was beginning
to impose stronger language calling for the immediate desegregation of schools across the
country.
Racial imbalance and academic achievement. Just prior to 1965, the Ann
Arbor Board of Education developed a “Citizens’ Committee” to study the racial
imbalance of student enrollment across the district. Goals of the study included assessing
the academic achievement of African American students in “predominantly Negro
Schools.” During 1963, six elementary schools enrolled no African American students
(see Table 1).
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Table 1
AAPS Elementary Enrollment of Five African Americans or Fewer (1963)
Elementary School

Total Enrollment

Allen

# African American
Students Enrolled
3

Angell

1

506

Carpenter

0

292

Dicken

0

674

Dixboro

5

88

Eberwhite

5

610

Haisley

5

651

Lakewood

1

377

Meadowview

0

102

Mitchell

0

315

Pattengill

0

456

Stone

2

228

Pittsfield

0

272

473

Note. AAPS Report of the Citizens’ Committee (Bentley Historical Library)

In addition, Figure 44 indicates that 85% of all African American students were enrolled
at one of four elementary schools in the district: Jones, Mack, Northside, and Perry
(AAPS Report, 1966). It was the responsibility of the committee to make
recommendations to the board to support and justify a desegregation strategy that would
henceforth become critical in defining the educational experience of African American
students in the district.
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Figure 44. Report of the Citizens' Committee on racial imbalance (1963).
Note: Bentley Historical Library

In addition to assessing the gravity of the racial imbalance within schools across
the district, the school board also began collecting data on student achievement. Core
academic data were collected to compare the progress of Caucasian and African
American students. In 1966, the Report of the Citizens’ Committee to Study Racial
Distribution in the Public Schools of Ann Arbor was published. It analyzed elementary
reading scores, seventh grade academic performance, and high school graduation “tracks”
for both African American and Caucasian students during the 1962−63 academic year.
Data focused specifically on African American student performance at Jones and Mack
schools, in comparison with the rest of the students in the district (see Figure 45). Prior
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to efforts by the district to balance the schools racially, the AAPS had an enrollment of
6% African American students. Data collected by the committee documented significant
academic disparities among African American and Caucasian students.
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The report outlined significant disparities in the achievement of African American
students at Jones and Mack schools in comparison with Caucasian students, as well as
other African American students in the district. A significant number of Jones and Mack
African American students performed at a rate below grade-level in comparison with
African Americans at other schools, as well as with Caucasian students across the district.
The report neglected, however, to publish performance data on Caucasian students at
Jones and Mack school in comparison with students across the district.
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Additional data collected by the committee included junior high school and high
school data that compared African American and Caucasian student achievement (see
Figure 46). Seventh grade academic performance ratings of African American students
who previously attended Jones and Mack schools were published, comparing those pupils
with all other African American and Caucasian students in the district.
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While no African Americans in junior high school during 1962-63 earned an “A”
performance ranking in seventh grade, 76.8% earned a C or lower ranking. In contrast,
14.1% of Caucasian seventh graders earned an “A” performance ranking, with 34.1%
earning a C or lower ranking.
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High School data compiled by the committee included a comparison of the
percentage of African American students versus Caucasian students enrolled in various
academic programs. A total of 1,227 Caucasian students were enrolled in the highest
“University Preparatory” track, compared with 12 African American students. The
greatest percentage of African American students at Ann Arbor High School was enrolled
in the “General” track, totaling 57.5%. This was in comparison with 15.3% of the
Caucasian students enrolled in the same track. The report also suggested that African
American students “perform at a lower academic level in predominantly Negro schools,”
which was also attributed to higher drop out rates among this subgroup at the secondary
level (AAPS Report, 1966, p. 13).
With mounting pressure from the state and federal government to address the
racial imbalance of schools in the AAPS, these data were used to urge the school board to
develop a strategy for desegregating schools across the district. The committee would be
charged with making a recommendation that would include a review of the district
academic program offerings and further monitoring of student academic progress.
AAPS: Desegregation strategies. Following the Civil Rights Act of 1964,
additional court cases during the sixties imposed strict guidelines on school boards for the
desegregation of public schools. In 1966, the 5th Circuit Court determined that schools
must develop plans to address racially imbalanced schools in the United States vs.
Jefferson County Board of Education case. The case spoke to the need for schools to do
more than simply desegregate schools. Judge Wisdom resolved that there must be
“proper enforcement of desegregation plans” and that racially “dual” education systems
must be abandoned (5th Cir. 1966). It became necessary for schools to adopt processes
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for desegregation through all aspects of overall programming and activities offered.
Specifically, the case asserted that where educational conditions were not equal, African
American students would have the right to choose schools that served predominately
Caucasian students.
Additionally, in 1968 the Supreme Court ruled that schools would be required to
submit desegregation plans that produced speedy results in the Green vs. County School
Board of New Kent County. That verdict established greater standards so-called for
“freedom of choice plans,” that had previously limited access to predominantly white
schools by African Americans (“Virginia Historical Society”). Under the initial “choice”
plans, racial balance in schools was not achieved because Caucasian students never chose
to attend the African American schools. Justice Brennan stated that districts must take
action to “create a unitary, nonracial system” by redesigning school boundaries and
assignments (Green Decision, 1968).
The impact of both court decisions was observed in the efforts to integrate the
Ann Arbor Schools in the mid-1960s and develop a plan for educating all students postdesegregation. The federal government threatened to withhold funds from districts that
delayed or failed to implement immediate desegregation across the country. The Ann
Arbor Public Schools moved to adopt a plan to redistribute African American students to
various schools in an effort to create racial balance and avoid federal interventions or
sanctions.
The Jones School Reassignment Project. The Ann Arbor School Board
responded to the federal mandates on desegregation by determining that the best way to
resolve de facto segregation in schools was to disperse African American students
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throughout the district. Schools that predominantly enrolled predominately African
American students were initially targeted for busing as the district attempted to mirror the
overall district demographic percentage rate per school (see Figure 47). In 1965, the
board moved to close Jones school, which was 85% African American at the time. By
1966, Perry Elementary School had also closed, which was another school that served a
high percentage of African Americans compared with other schools in the district. At the
time, housing available to African Americans was centralized in the north central portion
of the city, which resulted in certain schools serving more African Americans than others
in town. After the closing of Jones School, the district also began to review enrollment
demographics at Mack, Bach, Wines, and Northside schools for similar
disproportionalities.

Figure 47. AAPS Committee Report, map (1966).
Note: Bentley Historical Library
The closing of Jones School and the implementation of busing for Jones School
students across the district to redistribute African Americans to various schools had
multiple impacts on education and the community. In response to the federal call for
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desegregation, the Ann Arbor Public Schools asserted that resolving the racial imbalance
in schools would positively address the academic disparity among African American and
Caucasian students. The school board implemented the Jones School Reassignment
Project in 1966, which tracked, assessed and monitored many of the African American
children who were bused to Allen, Bach, Lakewood, Pittsfield, Pattengill, and Dicken
schools. The Jones Pupil Transfer Study was conducted, which not only followed the
displaced students but also collected data on the “white receiving” students in the
schools, as well as a subgroup of “mixed raced” students at Mack School. The district
received a grant from the New World Foundation and the United States Office of
Education, in addition to collaborating with faculty and graduate students from the
University of Michigan to conduct the research. Jones School students were assessed
three times over a one-year period and parents were also interviewed.
The outcome of the Jones School Report produced mixed results, which prevented
the Ann Arbor Public Schools from positively asserting strong benefits of desegregation
on the academic performance of African American students. According to the report,
African American transfer students from Jones School continued to perform at a lower
rate than white students at the receiving schools (Carrigan, 1969). In addition, the report
revealed that the Jones School transfer students ultimately felt “less accepted” within the
new school environment.
Ann Arbor Mack School. An additional component of the plan to address the
racial imbalance in the Ann Arbor Schools related to the desegregation of Mack School
and became a primary focus of the board after the closing of Jones School. Due to the
challenges associated with the abrupt closing of Jones School and the highly anticipated
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results of the Jones Pupil Transfer Study, the board stalled on making a decision on how
to address the racial imbalance at Mack School. Figure 48 reflects how parents and
community members appealed to the board to request a delay in a decision to bus African
American students from Mack (Ann Arbor News, 1967).
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Figure 48. Mack PTO letter to school board (1967).
Note: Bentley Historical Library

Members of the Mack PTO advocated for a delay in the board’s decision to “reduce the
Negro enrollment at Mack to the 25% figure” as previously defined (Ann Arbor News,
1967). The national attention brought to the district as a result of the “Jones School
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Relocation Project” and its published results caused the school board to reevaluate the
plans for Mack School. In addition, the increased criticism by members of the African
American community of the school board, as a result of the Jones School plan and
implementation, equally influenced the board to delay its decision (see Figure 49).

Figure 49. Article: “Busing plans delayed for students at Mack.”
Note: The Ann Arbor News, 1967 (Bentley Historical Library)
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The board further postponed a decision due to excessive objections from the community,
including multiple petitions directed at the board regarding the severe disruption that
busing would impose, primarily at the expense of African American students:
In view of the fact that the unusually high percentage of Negro students in Mack
School creates a condition of racial imbalance, We, the undersigned parents of
Mack school children… are dissatisfied with the proposed solution in which about
100 Negro children and 20 white children would be bused [sic] out of Mack
School. This problem, resulting from discriminatory housing and employment
practices in the community… places an unacceptable and intolerable burden on
Negro families and students. (“Mack School Parent Petition”, 1967)
The issue of racial imbalance in schools would continue to be a point of discussion for
the school board and local citizens through the mid-1980s in the Ann Arbor Public
Schools. Similarly, the impact of the Civil Rights Movement on local housing options
would influence school demographics in some neighborhood schools in the district
moving into the early 1970s.
“Open Housing” in Ann Arbor. In addition to desegregating schools, the city
council and school board began to collaborate on the approved locations for new public
housing communities around the city that would attract low-income families. The
University of Michigan had moved forward with the development of the new medical
campus, which severely affected the Old Fourth Ward and Lower Town residents.
Homes that were not purchased by the university experienced increasing property values
and thus higher taxes. Urban renewal and gentrification shifted the existing
demographics of the neighborhoods. The issue of where to develop federal housing units
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created tension throughout Ann Arbor, as residents from various sub-communities within
town asserted strong views on whether low-income housing should be placed near certain
existing neighborhoods (see Figure 50).

~Tolerated But Not
E _ditor, The News:
In refe rence to your a rticle of
Feb. 9 in which some Fifth Ward
r e sidents protested the Maple•Dexe r proposed public housing site
partly on the grounds that Abbot
School a I r e a d y receives its
" share" of children from low inc ome families in the Garden Hills
a r ea.
We moved into Garden Homes in
1940. At that · time there were 11
ouses on Miller Ave. between
ewport and Maple Rd. There waa
one house on Maple, between Dexter and Miller. The old one-room

an~,_

Fritz School was on t l:ic corner of
Miller and Maple. The new Fritz
School was then built, and is n ow
vacant. Then Haisley was built,
after that Wines and Forsythe. Abbot was then built, followed b

Newport.
After paying taxes for 28 year
to have the schools you people ca
enjoy, it makes me feel real good
to have some johnny come latelies,
who have given nothing to this set
up but free lip service, to tell me
my children will be tolerated, bu
not wanted, in this school system.
Arnold Shavalia

Figure 50. Article: “Tolerated but not wanted.”
Note: The Ann Arbor News, December 13, 1987 (Bentley Historical Library)

While the school board continued to move towards a plan in the district to create racial
balance in the schools, the opposing views of citizens across Ann Arbor made identifying
the locations for new housing communities a challenge. Ultimately, the Fair Housing Act
of 1968 pushed cities like Ann Arbor to establish open housing, which allowed African
Americans to move outside of the Old Fourth Ward and Lower Town. However, finding
affordable housing in Ann Arbor became the new challenge for many African American
residents.
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Low-income and subsidized housing communities. In response to the demand
for “open housing” in Ann Arbor, a push was made for multiple low-income housing
sites, primarily on the outer edges of town (see Figure 51).
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Figure 51. Ann Arbor housing map.
Note: The Ann Arbor News, 1985 (Ann Arbor District Library)

The University of Michigan seized the opportunity to expand its medical campus into the
Old Fourth Ward and Lower Town, dismantling the core of the African American
community within town. Many residents from those sections of Ann Arbor were
displaced to public housing beginning in the 1970s. Some residents remained in their
homes, however, but as a result of increased property values and gentrification, the
original community structure no longer remains. Homes purchased by the University of
Michigan in Lower Town were demolished, while other investors also began purchasing
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buildings, such as the original site of the Bethel A.M.E. Church in the Old Fourth Ward,
which has since been converted into condominiums. (See Figure 52 for photogrpah of
Bethel A.M.E. Church)

Figure 52. Bethel A.M.E. Church, 632 N. 4th Ave.
Note: Ann Arbor District Library/Pictorial History

The 1975 report by the Human Relations Commission, Racial Characteristics of
Ann Arbor’s Population, by Census Tract 1960 to 1970 revealed the condition of housing
units for “whites and non-whites” in tract seven, populated with the greatest percentage
of African Americans (44.9%), in comparison with tract one (5.6%) in 1970 (see Figure
53). The data detailed a comparison of “sound, deteriorating, and dilapidated” housing in
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these specific tracts. Overall, the addition of public housing in multiple communities
around Ann Arbor would have a lasting impact on the once cohesive African American
community, which had been limited to the north central portion of Ann Arbor. During
the 1970s, African Americans and low-income residents began to relocate to affordable
public housing around town, dispersing members of the Lower Town and Old Fourth
Ward community to outlying sections of Ann Arbor.
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Note: Human Relations Commission Report (Bentley Historical Library)
The dispersal of African Americans to new areas resulted, however, in certain elementary
schools around the city having higher concentrations of African American students than
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others, which proved contrary to the initial plan to create racial balance among schools.
Data supporting the racial and economic imbalance in the Ann Arbor Public Schools is
noted in the article in Figure 54.

Figure 54. Article: “Integration still eludes city schools”.
Note: The Ann Arbor News, 1985 (Ann Arbor District Library)

In 1985, the racial imbalance in the Ann Arbor Public Schools persisted, and
elementary schools with significant percentages of African American students were
located in the direct vicinity of public housing communities.
Academics and cultural discord. As the 1970s approached, the effects of school
desegregation became apparent to the Ann Arbor District; however, the challenge of
finding solutions to racial imbalance remained. One of the primary rationales for racially
balancing schools was to positively impact the learning of African American students in
the district by exposing them to white middle class culture (AAPS Report, 1969). The
initial reaction of the district in responding to mediocre student performance in
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segregated schools was to physically place African Americans in predominantly white
school settings without implementing supports for students or resources or teachers.
After desegregation, African American students continued to have limited access to
African American teachers. Former Jones School students remained isolated from other
African American peers due to the purposeful distribution of African American children
among multiple schools. In addition, many of the classrooms affected by busing did not
have teachers with prior experience in teaching a culturally diverse body of students. The
educational objective was not met, however, and the performance of African American
students remained below that of their Caucasian counterparts.
A summary was drafted by the Ann Arbor Public Schools titled, “Some
Observations and Suggestions on the Ann Arbor Public Schools at the Close of the
decade 1969” (AAPS Report, 1969). The report analyzed the efforts of the district
throughout the 1960s to address the academic needs of African American students
through desegregation and the implementation of compensatory education programs such
as the after-school, weekend, and summer remediation of low-income students in the
Mach, Bach, and former Jones Elementary residential areas (Ann Arbor News, 1968).
The report highlights the strengths of the district in being structured to primarily
“receive and to nourish children…who have a perception of themselves that leads them
and their teachers to believe that their passage through the school system will be
substantially successful” (AAPS Report, 1969, p. 1). In addition, the summary suggests
that the Ann Arbor District as an organization is framed through the cultural lens of the
dominant white “Anglo-Saxon Protestant” majority. According to the author, the
“interaction between public schools and black children…is a failure” (AAPS Report,
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1969, p. 1). Recommendations of the summary included suggesting that it is the
responsibility of the district to assess whether children will “feel good about themselves
as a result of contact with” staff in the school system and that fulfilling that responsibility
should be a driving condition of establishing the effectiveness of an instructor, in addition
to certification and credentials (AAPS Report, 1969, p. 6). Overall, the report
acknowledged the success that Caucasian students in the district had experienced, while
also establishing that little progress had been made in supporting African American
students in achieving equal gains in academics since the initiation of desegregation
efforts.
Post-desegregation outcomes. The racial climate in the schools after 1965,
reflected the greater conflicts noted within the community. The drastic changes
implemented by the school board to create racial balance in schools created challenges
that many school officials did not anticipate. In addition, African American students and
families continued to express concerns regarding the educational experience offered by
the Ann Arbor Public Schools after desegregation making their opinions known through
petitions, protests, and lawsuits.
On May 27, 1968, nearly 170 African American students at Ann Arbor High
School presented the administration with a list of 21 demands aimed at connecting what
they considered to be “racial inequities” at the school (see Figure 55). The demands
were a result of student frustrations stemming from a “curriculum questionnaire” given to
all students that academic year (Stucker, 1968). Some of the demands called for faculty
to be evaluated for racial discrimination, a revised discipline process for students, and an
increase in African American staff.
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Figure 55. Article: “Negro demands bring change...”
Note: The Ann Arbor News, September 8, 1968 (Bentley Historical Library)

Included in the demands presented to administration were that the district adopt
an “intensive human relations in-service program” for staff, as well as “high-quality
education” options for students who were not enrolled in a college-bound track. Overall,
the local NAACP, Human Relations Committee, and African American community
supported the students and the recommended changes at the high school.
Similarly, during the year of 1970 at the University of Michigan, the student
Black Action Movement (BAM) began holding demonstrations on campus and making
demands of the administration (see Figure 56). Concerns over the lack of African
American students being admitted to the University, the small number of African
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American faculty, and inadequate support by the University of students of color were
central to the demands. BAM caused a significant amount of tension and conflict among
students on campus, as well as among members of the surrounding community.

Figure 56. BAM protestors/University of Michigan 1970.
Note: Bentley Historical Library

University of Michigan President Robben Fleming was challenged with determining the
appropriate level of action to take against protestors, including whether to increase police
presence on campus or bring in troopers to establish control (Glenn, 2010). Ultimately,
the University agreed to devote resources towards achieving the “goal” of 10%
enrollment of African American students, which mirrored the percentage of African
Americans living in the state of Michigan during that time. In general, the University of
Michigan and the Ann Arbor Public Schools were addressing similar social issues that
reflected the existing cultural conflicts within Ann Arbor.
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Solutions: Training and initiatives. Beginning in the early 1970s, the Ann
Arbor Public Schools began conducting research within the district, establishing
committees, and providing teachers with professional development in the areas of
“human relations” and “multi-ethnic education.” A review of course offerings within the
district would initiate the foundations of an internally segregated academic structure. In
addition, teachers would be offered training to address cultural conflict within the
schools.
Teacher training and professional development. During the late 1970s, the
AAPS refocused professional development efforts towards multi-ethnic training for
teachers. Dr. Robert Potts, referred to as the “school human relations ombudsman”
drafted a report titled “Humaneness in Education” to the school board in 1971, which is
referrenced in Figure 57 (Woodson, 1971). The report outlined a district-wide plan to
redevelop all aspects of curriculum, instruction, and teacher/student relations within all
schools. The school district partnered with the School of Education at the University of
Michigan, as well as New Detroit, Inc. to offer courses for teachers on “Developing New
Perspectives on Race.” (see Figure 58).
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Figure 57. AAPS Humaneness Report (1971).
Note: Bentley Historical Library

A “Multi-Ethnic Curriculum Project” manual evolved out of efforts to implement
recommendations put forth in the report by Dr. Potts. Between 1972−1973, courses were
offered for AAPS teachers in multi-ethnic and multi-cultural education at the University
of Michigan and Eastern Michigan University.
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Figure 58. AAPS Teacher training: “Developing New Perspectives on Race.”
Note: Bentley Historical Library

The school district acknowledged that many teachers in the district were not familiar with
meeting the instructional needs of a diverse classroom. Training was offered to support
teachers in addressing the lack of academic achievement by African American students in
AAPS in the aftermath of federal desegregation mandates (see Figure 59).
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Figure 59. AAPS Teacher training: Graduate courses offered.
Note: Bentley Historical Library

Courses and professional development workshops focused on providing teachers with
historical and cultural knowledge about African Americans and other students of color
(see Figure 60).
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Figure 60. AAPS Teacher training: “Multi-Ethnic Workshop” 1972
Note: Bentley Historical Library

Despite an extensive effort through the outcomes of the “Humaneness in
Education Report” to reshape the educational experience for students of color during the
1970s, the Ann Arbor Public Schools continued to struggle with supporting African
American students in achieving academically at a rate equal to their Caucasian peers. In
addition, the task of racially balancing schools would continue to be a reoccurring issue
at the school board-level for several decades to come.
In 1979, the Martin Luther King Junior Elementary School et al., v. Ann Arbor
District again brought to light the challenges teachers faced within AAPS of offering a
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nonbiased education to students of color (see Figure 61). Children and parents of the
Green Road Housing Development sued the district over the inability of teachers to
support students of color academically and to recognize cultural differences in students
from nonmajority backgrounds.

M/\RTIN LUTIICR KING, JR.

ELEMENTARY SCHOOL CH ILDREN

v.
ANN ARBOR DISTRICT UOARD
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tho
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h• as a home and community
nts and to suggest to
-ans of using that
r ch11 dren code switching
adtng standard English
utsting knowledye on

th
Joiner

7 / 12/79

Figure 61. King Elementary lawsuit letter (1979).
Note: Bentley Historical Library

Judge Joiner ruled in favor of the students and directed the school district to
implement new training for teachers at King Elementary School. Teachers were directed
to support African American students in learning Standard English, without discounting
the significance of Black Vernacular English within the children’s home and community

134
culture (see Figure 62). In October 1979, the district initiated a training program for
teachers at King Elementary School to support the instruction of African American
students in reading.
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Board-initiated committees. In 1977, the Michigan Department of Education
adopted “Opinion No. 5128,” which imposed new guidelines for racially balancing
schools across the state. The Ann Arbor School Board appointed a “Citizens’ Racial
Balance Committee” in 1978 to develop a plan for schools across the district to align with
guidelines imposed by the state of Michigan. By 1980, school officials presented a
proposal to the school board that recommended that certain students be reassigned to
different schools and bused to address the racial imbalance, as reflected in the article
noted in Figure 63. The plan was ultimately rescinded, as the school board considered
other alternatives to address the racial imbalance in schools.
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Figure 63. Article: “School desegregation in Ann Arbor: A timeline to nowhere.”
Note: The Ann Arbor News 1985 (Ann Arbor District Library)
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In 1985, a second board-appointed committee, the “Committee of Excellence,” made new
recommendations regarding the appropriate steps to achieve racial balance in schools.
These recommendations included closing and consolidating schools to achieve a more
racially-balanced enrollment across the district.
Summary. The issues of race and cultural conflict during the 1960s materialized
as a result of unfair housing practices and a segregated school organizational structure.
The connection between unfair housing practices and segregated schools became a point
of contention at school board and city hall meetings in Ann Arbor, where attendance
zones and low-income housing were strategically assigned. The ability of the University
of Michigan to benefit from open housing and integration within Ann Arbor proved to be
beneficial in the expansion and growth of the university beyond the Central Campus.
However, the impact that these changes had on the African American community
resulted in this cultural group’s dispersal throughout town and into multiple school
attendance zones.
Internal segregation and the unselected clients. Prior to the desegregation of
the Ann Arbor Public Schools, African American students routinely performed at a lower
rate in reading and other core academics. There is little evidence of any assessment by
the district of the quality of educational resources and instruction offered in schools with
high percentages of African Americans during the 1960s. Instead, the district asserted
that the disparity in achievement between African American and Caucasian students was
the cause of African American students not being sufficiently exposed to their white
peers within the school setting (AAPS Report, 1968). The district further determined that
African American students would benefit from the cultural elements of a predominantly
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Caucasian school, specifically from the educational values and routines common in these
learning environments. The impact of desegregation was observed in the academic
performance, social emotional experience, and self-image of African American students
within Ann Arbor schools in the years after 1964. The collection of student achievement
data gathered by the district, categorized by ethnicity, increased during the 1970s and
continues into the present. In addition, the Michigan Department of Education also
began to track and monitor student achievement, implementing measures for identifying
schools with any significant imbalance of academic progress by subgroups.
Modern-day de facto segregation. Today, the Ann Arbor Public Schools serve
more than 16,000 students enrolled in elementary, middle, and high schools. African
American students represent over 14% of the total enrollment across the district, however
many schools do not reflect this percentage in building-level student demographics.
Figure 64 shows the distribution of schools across the Ann Arbor school district.
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Figure 64. AAPS district map.
Note: Ann Arbor Public Schools (a2schools.org)
Since 1965, the demographic profile of some schools has become more ethnically
diverse, while other schools continue to reflect racially segregated models with very low
African American enrollment. Ann Arbor Open at Mack School enrolls 3.3% African
American students and uses a lottery enrollment system that creates a barrier for students
of color within Mack’s attendance area to attend their neighborhood school. Bach,
Eberwhite, Lakewood, and Martin Luther King, Jr. elementary schools are all among
those enrolling below 8% African American students. School enrollment trends today
continue to be determined by city housing patterns that reflect the lack of affordable
housing in certain areas of town; however, the recent board policies on the student “InDistrict Transfer” process and the “Schools of Choice” program are each significant
contributors to the current enrollment and demographic data.
The Ann Arbor Public School district is essentially organized into three distinct
sections for high school attendance boundary purposes. The demographic composition of

139
each school, at each level, is specific to the type of housing available within each
attendance area. The AAPS high school boundary map in Figure 65 outlines how the
district is divided into three primary attendance areas to determine student enrollment.
Equal access for “In-District Transfer” and “School of Choice” consideration are limited
to families with flexible and reliable transportation options.
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Eastern Attendance Boundary. Huron High School serves the eastern boundary
of Ann Arbor, which extends south to Pittsfield Township and northeast towards Superior
Township. The close proximity of the eastern boundary lines to the city of Ypsilanti
contributes to an increased “School of Choice” enrollment at Huron High School and its
feeder schools by residents of this neighboring town. Students living in the Ypsilanti
Community School District and Lincoln Consolidated School District attendance areas
take advantage of the “School of Choice” option in AAPS more so than students from
any other Washtenaw County school district, generally enrolling in the schools on the
eastern portion of Ann Arbor. As a result, the Huron High School demographic data for
2013−2014 showed that 48.5% of the student body was Caucasian, which was the
smallest Caucasian percentage of any other comprehensive high school in AAPS.
Similarly, during the same academic year, Huron High School reported that African
American students constituted 18.8% of the student enrollment, which is greater than the
overall district average and the highest percentage of enrolled African American students
at a comprehensive high school in AAPS (mischooldata.org). Overall, Huron High
School is more ethnically diverse than Pioneer High School or Skyline High School.
Huron High School has three feeder middle schools ⎯ Clague, Tappan, and
Scarlett, as seen in Figure 66. While the entire Scarlett enrollment feeds into Huron, only
the eastern portions of the Tappan and Clague attendance areas matriculate through
Huron High School.
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Figure 66. Huron High School: Feeder schools map.

The geographic boundaries of the Huron High School attendance zone, and its feeder
schools, directly contribute to an imbalance in the ethnic demographic composition at the
high school-level. Scarlett Middle School reported having the lowest Caucasian
enrollment and highest African American enrollment of any other AAPS middle school
during the 2013−2014 academic year; 29.2% of the Scarlett enrollment was African
American and 37% Caucasian (MiSchoolData.org). This is in contrast to the
predominantly Caucasian (43.3%) and Asian (32%) enrollment of Clague Middle School,
and the predominantly Caucasian (58.2%) enrollment at Tappan Middle School. The
diversity of students feeding into Huron High School is largely due to the accessibility it
offers to African Americans residing in Ypsilanti and in the affordable-housing
communities in eastern Ann Arbor. These communities include the Green Road
Apartments and Platt Road Housing communities, including Colonial Square
Cooperatives.
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Figure 67 outlines the housing patterns in Ann Arbor, which mirror similar trends
from the 1950s and 1960s. The northeast quarter of Ann Arbor continues to be heavily
populated with renters in the Old Fourth Ward and Lower Town. In addition, the eastern
portion of Ann Arbor, which is primarily served by Huron High School, has the highest
percentage of renters with unaffordable housing. Today, many of the low-income
families in this area struggle to acquire adequate rental housing as a result of the
increased campus housing, with rentals designated specifically for university students in
central Ann Arbor.
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Northwest Attendance Boundary. Skyline High School is the newest secondary
school in AAPS and serves students residing in the northwest portion of Ann Arbor,
including a section of Scio Township, which is west of the city. Since its inception,
Skyline has had the lowest overall enrollment of all three comprehensive high schools,
which is in part due to its location. Skyline is considerably more remote and inaccessible
to the diverse “School of Choice” families to the east of Ann Arbor. Instead, the families
served within Scio Township are known for having the highest average income in
Washtenaw County (http://sciotownship.org/about-scio/). Walnut Ridge, a Scio
Township subdivision with homes valued at up to one million dollars, is one example of
the “upper class” communities served by Skyline High School. The residential entrance
of this economically exclusive subdivision is located directly across from the main
entrance of the high school. In contrast, Skyline High School also serves students living
in low-income communities outside of Scio Township, which include Arrowwood Hills,
North Maple, South Maple, and Allen Park. Figure 68 shows the feeder school pattern
for Skyline High School.
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Figure 68. Skyline High School: Feeder schools map.

The demographic data for Skyline High School, as reported by the state of
Michigan, reflect that in the 2013−2014 school year, Skyline had a 59.4% Caucasian and
17.1% African American enrollment. In general, the school primarily serves students
within the Skyline attendance area, with the exception of a small percentage of “InDistrict Transfer” and “School of Choice” students who can afford to travel to the remote
location of the school without the support of district busing.
Forsythe and Clague Middle Schools serve as feeders to Skyline High School,
with the entire Forsythe enrollment matriculating to Skyline. Nixon Road divides the
Clague attendance area, with students living west of this road feeding into Skyline High
School, further contributing to the ethnic imbalance among high schools. During
2013−2014, there were 79 African American students enrolled at Forsythe Middle
School, which had an overall school count of 682 students.
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Southwest Attendance Boundary. The Pioneer High School attendance boundary
is situated in the southwest portion of Ann Arbor. Established in 1856, the school name
was changed from Ann Arbor High School to Pioneer High School in 1967, when Huron
High School was erected across town. Serving many of the oldest neighborhoods in
town, Pioneer’s attendance area includes the “Old West Side” of Ann Arbor as well as
many of the original plats of land purchased by the founders of Ann Arbor near Main and
Huron Streets. Pioneer High School is often referred to as the “flagship” among Ann
Arbor’s high schools, maintaining the highest enrollment numbers in the district. The
feeder school patter for Pioneer High School is outlined in Figure 69.
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Figure 69. Pioneer High School: Feeder schools map.

Pioneer High School has the lowest percentage of African American students of
any of the three major public high schools in AAPS. During the 2013−2014 school year,
Pioneer reported having 61.6% Caucasian enrollment and 12.6% African American
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enrollment, which is lower than the district average of 14%. Slauson and Tappan middle
schools are the largest middle schools in the district, each with student enrollments over
750. Slauson Middle School is the primary feeder school of Pioneer High School, with
an 8.4% African American enrollment. The southwest portion of the Tappan residency
boundary, which does not include the African Americans residing on the most eastern
boundary of Ann Arbor, also feeds into Pioneer High School.
The school organization. The core technologies and outputs for the Ann Arbor
school district are defined at the high school level; however, the overall K-12
organizational structure supports the sorting of students into specific academic tracks
beginning in elementary school. This section will discuss the nature of K-12
organization, the core technologies, and the outputs at the high school level. The
graduation requirements for students attending the Ann Arbor Public Schools are
significant in understanding the core technologies and the educational culture within the
district.
The State of Michigan specifies the graduation criteria for all high school students
within the state, identifying the total number of credits necessary per content area (see
Figure 70). Beginning with the class of 2016, the state will increase the overall academic
credit minimum from 16 to 18 to fulfill the added requirements of the Michigan Merit
Curriculum (www.michigan.gov). This increase speaks to the recently implemented
condition that all Michigan high school graduates will complete two years of a world
language course prior to earning a diploma.
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Michigan Merit Curriculum
School Graduation Re uirements

SO~CE • 3 Credits
Bio logy
Physics or C hemistry

One additional science credit

••
~5 credit in C ivics
U.S. H istory and Geography

..5 credit in Economics.
World H istory and Geography

Figure 70. State of Michigan graduation requirements.
Note: State of Michigan (michigan.gov)

School districts throughout the state have the autonomy to either accept the state criteria
as the graduation standard or to increase the minimum requirements to meet local
expectations for high school completion.
In contrast to the state minimum standards, the Ann Arbor Public Schools district
requires that all students complete 22 academic credits to earn a high school diploma,
adding four additional elective credits to the state minimum requirement for the class of
2016 (see Figure 71).
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* GraA~~tion Req~irem@nt
►

Required Courses ( 18.5 credits)

English/Language Arts
Mathematics
Science
Social Studies
Physical Education
Health
Art
World Languages

4 credits
4 credits
3 credits
3 credits
1 credit
.5 credits
1 credit
2 credits

► A total of 22 credits is required for
graduation
Figure 71. AAPS graduation requirements.
Note: Ann Arbor Public Schools (a2schools.org)

This increased standard for high school completion, in addition to the academic sequence
structure and core content curriculum contribute to the internally segregated educational
structure.
Core technologies. At all academic levels, reading and math are the two core
content areas, and both of the programs sort and categorize students into tracks. While
the high schools solidify the primary academic tracks, the core technologies evident at
this level are developed beginning in the early elementary grades. Within the high
schools, general academic tracking systems create systemic barriers for those students in
the lowest recovery track who wish to transition to more advanced academic courses of
study. Academic sequencing, pre-requisite requirements, and academic access each limit
the ability of certain students to transition into higher-level academic tracks. For the
purposes of this research, the core content area of math will be used to demonstrate the
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nature of the academic sequencing in the Ann Arbor school district, as well as the
systemic barriers presented through the tracking system.
Students are monitored, assessed, and tracked beginning in early elementary
grades; however, it is in middle school that students are physically separated into
different courses based on performance levels. This sorts and prepares students for the
core technologies within the high schools, as noted in Figure 72. Beginning in eighth
grade, students across the district are organized into various academic sequences specific
to the core content area of mathematics. At the high school level, these categories are
reflective of the core technologies within the district.
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MIDDLE CLASS

"

SEMl•PROFESSIONS

AAPS-RECOVERY

"

LOW€RCLAS$

"

SERVICE & TRADE

Figure 72. AAPS core technologies.
Note: Ann Arbor Public Schools (a2schools.org)

The State of Michigan identifies the Algebra I course as a high school-level
credit, with a curriculum appropriate for ninth grade students (www.michigan.gov).
Figure 73 shows that the AAPS, algebra is typically offered to all eighth grade students
through two academic sequences. The decision of the district to shift this high schoollevel course to the eighth grade creates an extension of the core technologies into the
middle school environment. The majority of grades earned by middle school students are
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not tracked or retained through the official transcript system, but in the Ann Arbor school
district, the grade in Algebra I is one of the few exceptions.

Figure 73. AAPS middle school math sequence.
Note: Ann Arbor Public Schools (a2schools.org)

This model illustrates how all eighth grade students are enrolled in one of two levels of
Algebra I based on prior academic performance in math. Algebra I-AC offers the full
high school curriculum and credit towards graduation for some eighth grade students. In
contrast, Algebra I-A offers eighth grade students only half of the high school
curriculum, with .5 high school credit awarded to those who successfully complete the
course. In general, eighth grade students who enroll in Algebra I-A are limited in their
ability to complete higher-levels of mathematics when entering the eleventh and twelfth
grades, yet the higher levels are necessary when seeking admissions to most four-year
colleges and universities.
Middle school mathematics sequencing. Slauson Middle School enrolled 779
students, 245 being eighth graders in the 2015−16 school year. Within the eighth grade
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class, there were 143 Caucasian students and 14 African American students. Slauson
Middle School offers two sections of Algebra I-A and six sections of Algebra I-AC. Of
the 14 African American students, four were enrolled in Algebra I-AC, with two
currently on track to pass the course and earn high school credit. Nine of the remaining
students are enrolled in the Algebra 1-A course, which teaches the course curriculum at a
reduced pace, covering only the first half of the content over the entire school year.
Students who fail either course are expected to attend the tuition-based summer school
and/or retake the same course in the ninth grade. Students who follow this path enter
high school through the recovery track, with limited options for transitioning to more
advanced-leveled courses.
The high school mathematics sequencing chart in Figure 74 details the nature of
the system, showing how the highest level of math attained by twelfth grade is
predetermined by which ninth grade math course a student enrolled in at the start of high
school. In some districts, the state of Michigan considers Algebra I to be a high schoollevel course, as previously noted in Figure 69. In AAPS, students who do not
successfully complete both semesters of Algebra I in eighth grade are placed in the
recovery track for high school math, which significantly affects their post-high school
options. Students who successfully complete Algebra 1-AC go on to enroll in geometry
during the ninth grade year of high school (see Figure 73). In contrast, eighth grade
students who successfully complete Algebra I-A go on to enroll in Algebra I-B during the
entire ninth grade year, which is the second half of the course. These students aim to take
geometry during the tenth grade.
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Advanced Math

Figure 74. AAPS high school mathematics sequence.
Note: Ann Arbor Public Schools (a2schools.org)

In the Ann Arbor schools, the recovery track at the high school level is
established during the eighth grade year through the sorting of students into Algebra I-A.
Tappan Middle School, which is similarly situated in size to Slauson Middle School and
also a feeder into Pioneer High School, offers three sections of Algebra 1-A and six
sections of Algebra I-AC for eighth grade students. Scarlett Middle School, which is
situated on the eastern boarder of Ann Arbor, offers two sections of each course;
however, Scarlett is currently piloting three sections of Pre-Algebra for the 2015-16
school year. This change may be attributed to the challenges students face in
demonstrating strong foundations in mathematics through the two options of Algebra I-A
and Algebra I-AC.
Internally segregated academic programming. Pioneer High School serves over
1,700 students, with a wide range of academic course offerings to support the diverse

153
learners within the school community. The following data from the 2015−16 academic
years will be used to support this research paper as it relates to the core technologies of
the district and to the internally segregated educational culture.
Students entering high school in the Ann Arbor Public Schools are primarily
enrolled in general-level core academic classes for all ninth grade students; however, the
core content area of mathematics is the exception, an exception that enables the district to
track and categorize students. School counseling staff generally encourage students
during the eleventh grade to begin researching post-high school options, options that are
significantly defined by the course of study and academic performance of the individual
student. There were 244 Caucasian eleventh grade students and 60 African American
eleventh grade students at Pioneer High School in the 2015−16 year. Table 2 identifies
the number of African American eleventh grade students at Pioneer High School and
their existing academic category.

Table 2
Pioneer High School African American Course Enrollment 2015−16
African American Students

FEMALE (11th)

MALE (11th)

TOTAL (11th)

29

31

60

Total Enrolled
“ADVANCED”- Level*

7

4

5

4

12

8

“GENERAL”- Level

11

11

22

“RECOVERY”- Level

11

15

26

*Advanced-level: Top= #enrolled, Lower= #passing

Note. Ann Arbor Public Schools
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For the purposes of this research, African American students categorized as
“Advanced” are enrolled in at least one advanced placement (AP) course. Students
categorized as “General” are enrolled in only the traditional college-preparatory courses,
with no advanced-level courses. In addition, students categorized as “Recovery” have
one or more of the following identifiers: 1) enrolled in at least one recovery/repeat
course, 2) are earning below average (2.0) grades, and/or 3) have been identified by the
district as receiving Special Education services. In certain cases, special education
programming limits the number of graduation requirements a student may take per
semester, which jeopardizes the ability of some students to advance out of the recovery
track.
The district adopted the Rising Scholars program, which supports underserved
students and students of color and requires that participating students enroll in at least one
advanced placement course as a junior or senior. The result is that several students are
encouraged to enroll in these challenging courses without the necessary training to ensure
academic success. In addition, this program is offered only at the high school level,
which reduces the ability of many students to meet the necessary academic requirements
at such a late stage in his/her academic K-12 career. The Rising Scholars program is
positioned within the district’s “strategic plan” as a bridge for underserved students into
the advanced-level track; however, there are no supports in place prior to high school for
this population, which limits the success and outcomes of the program.
Outcomes and outputs. The State of Michigan uses standardized testing to
categorize students who perform at various academic levels. Students are ranked from
“not-proficient” to “advanced” based on test results. This correlates with the three
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academic tracks in the Ann Arbor Public Schools: advanced, general, and recovery. Each
of these academic tracks is heavily segregated and demonstrates the role of the district in
socializing students into specific postgraduate career paths that mirror the cultural
environment of the Ann Arbor community.
The Michigan Department of Education offers data that reveal how the Ann Arbor
Public Schools district serves as a catalyst in the socialization of youth through internally
segregated academic categories. Overall, AAPS is not preparing African American
students to perform at or above a “proficient” level on standardized assessments in core
content areas. Standardized data are used by school districts such as AAPS to place
students in various programs of study. Figure 75 demonstrates the disparity in the
content area of math for all African American and Caucasian students in the eleventh
grade in the Ann Arbor Public Schools district for the 2013−14 year.
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Figure 75. AAPS 11th Grade MME Math Proficiency 2013−14.
Note: MI School Data (mischooldata.org)

The red portions of the graph reflect which students in the district test “Not
Proficient” in math. The district assigns such students to the “recovery” education track
and socializes them into the “working class,” low-income socioeconomic group. The
yellow portion of the graph is labeled “Partially Proficient,” which represents students in
both the “recovery” and “general education” tracks in AAPS. The students
demonstrating partial proficiency on the state assessment are enrolled in either of these
two academic tracks. The green portion of the graph shows which students in the district
are “proficient” in math. Most students earning a proficient rating are enrolled in the
general education track in AAPS and are socialized into semi-professional career paths
post-high school, after attending some college (see Figure 76).
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Figure 76. AAPS proficiency outputs.
African American students have the highest percentage of non-proficiency
achievement rankings in all measurable content areas in AAPS, which is aligned with the
disproportional enrollment numbers of African American students into the “recovery”
academic track. These students struggle to graduate from high school and have limited
post-graduation options for employment. Figure 77 shows that the State of Michigan
reports that students of color in AAPS have the greatest dropout rates of all other
ethnicities, which equated to a 75.3% graduation rate among African American students
for the class of 2014 (mischooldata.org).
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Since 2009, AAPS has failed to graduate more than 80% of the African American
students in any given academic year. In addition, African American students had the
greatest percentage of “dropout” students and continuing seniors, beyond four years,
compared with all other ethnicities in the 2014 cohort. Students who continue beyond
the fourth year typically transition to the Pathways to Success alternative campus to
complete the high school diploma requirements, or they enroll in a General Education
Program (GED).
Summary. There is a strong connection between the “recovery” track students in
high schools to the poor or working-class socioeconomic subgroup of African Americans
in the Ann Arbor community. Some of these students fail to graduate from high school,
while others earn a high school diploma and go on to acquire training in a vocational
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trade or service area. A minimal percentage of this subgroup of students earns college
credits at the community college level. Many African American students in the recovery
track reside in the several subsidized housing communities around Ann Arbor that are
served by the Ann Arbor Public Schools. AAPS perpetuates the cycle of sustaining a
strong African American presence in these housing communities and in service
professions by socializing students of this cultural group so that they remain in the lowest
academic track offered. The “recovery” track in AAPS produces students who are
limited in their ability to obtain an appropriate education and access to a higher standard
of living post-high school. Through socialization, the schools support the categorization
of ethnic subcultures into specific socioeconomic classes by preparing students to
perform specific lower-income tasks upon graduation (see Table 3). These tasks align
with the cultural organization of the Ann Arbor community, which was established by the
New England settlers in 1824 and maintained through cultural reproduction in the form
of formal school structures.
Table 3
AAPS Unselected Clients
Professionals

Advanced Track
General Track
Recovery Track

Semi-Professionals

Service/Labor

Affluent/Caucasian Caucasian/Immigrant African American
& Poor
✔
✔
✔Unselected Clients
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Conclusion. The present-day educational structure of the Ann Arbor Public
Schools is defined by modern-day “de facto” segregated schools that reflect past and
current housing patterns and an internally segregated educational structure offered to
students in the K-12 programs. Since the 1960s, AAPS has continued to pursue strategies
that purportedly address the pervasive achievement disparity between Caucasian and
African American students within schools across the district. The persistently poor
academic achievement of African American students attending predominantly white
schools, with predictable post-high school outcomes, is central to this research. Overall,
the ability of the AAPS to maintain an internally segregated organizational structure,
which socializes students to specific norms and career paths within Ann Arbor, is core to
this research. Reviewing how the existing achievement disparity reflects housing
patterns in town and educational programming within schools is a central focus of this
research. In addition, identifying the cultural subgroups of citizens within each school
attendance zone is critical to understanding the achievement data compiled for each
group.
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Chapter 5: Summary and Conclusion
This study originated from a desire to understand how the disparity in
achievement between African American and Caucasian students in the Ann Arbor Public
Schools district has been able to persist from one decade to the next. As a result, this
research began with the identification of the academic achievement gap as the initial
problem, which led to a detailed analysis of the school organization, a historical review of
the Ann Arbor Public Schools district, as well as an examination of the cultural
geography of the Ann Arbor community.
Historical data collected through this research revealed the origins and evolution
of the city of Ann Arbor, beginning with the initial Native American inhabitants. Over
time, the norms and values of each new cultural group influenced how cultural conflicts
were resolved, ultimately affecting the ability of various cultural groups to remain intact
from generation to generation. As those groups migrated to the Ann Arbor area, cultural
conflicts resulted in cultural dominance, which became a cyclical pattern that begain in
the early 1800s, when the New England settlers established themselves as the dominant
cultural group in Ann Arbor, to the present. This study primarily focuses on how cultural
conflicts were resolved post-1824, and how each phase of this process influenced the
evolution of the Ann Arbor Public Schools.
As an educational leader, I sought to gain knowledge in understanding the nature
of the Ann Arbor Public Schools as an organization. Researching the origins of Ann
Arbor supported my efforts to identify which cultural groups were dominant and how
they have influenced the formation of the existing educational organization. In addition,
this knowledge has contributed to my understanding of the cultural geography of Ann
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Arbor as it relates to the organization of the Ann Arbor Public Schools. These findings
will support me in adequately serving all students as an educational leader, as well as
assist me in preparing my own African American children as they matriculate through the
Ann Arbor Public Schools.
The following questions were initially posed to frame the context of this research:
1. What are the dominant cultural groups of Ann Arbor?
a. How did they form?
b. From where did they migrate?
2. What is the relationship between the cultural geography of Ann Arbor and the
school structure?
a. In what ways do the Ann Arbor Public Schools transmit culture, and
b. What are the specific ways in which it socializes and assigns individuals to
culturally derived categories that exist within the local community?
3. How does the cultural geography of Ann Arbor influence the disparity in
academic achievement between Caucasian and African American students in the
Ann Arbor Public Schools?
Summary and Discussion
Cultural decimation and subjugation. The Native Americans were the initial
inhabitants of Michigan, Washtenaw County, and the Ann Arbor area. Land near the
Great Lakes proved ideal, as many tribes traveled across the Midwest and into Canada
following the shifting climate to areas where hunting and fishing were abundant and
accessible. Native Americans valued the land and its resources. These cultural values
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were in stark contrast to the ideals of the Europeans, who were eager to explore new
lands and exploit the resources for profit.
The Native American culture was reproduced through informal education
practices, including the oral tradition. Family and community members taught values and
traditions to children through daily interactions. The art of hunting, spiritual rituals,
values, and norms were demonstrated and communicated verbally. The arrival of the
French introduced daily conveniences to the Native Americans, creating a form of
dependency and limiting the need to use traditional techniques for survival. Over time,
certain norms within the Native American culture became unused and forgotten. In
addition, the Europeans introduced alcohol and new diseases, which were credited with
killing a significant number of Native Americans and contributing to the demise of a once
dominant culture within the region.
The French arrived in Michigan through Canada during the early 1700s. King
Louis XIV sent Antoine de la Month Cadillac to New France with the expectation that he
would establish a post on the Detroit River that would produce financial gains for France
through the exploitation of resources. Rather than establishing local colonies, the French
hoped to create financial opportunities, which would benefit King Louis XIV and France.
The king ruled from afar, which proved to be a challenge when encountering the Iroquois
and British, who worked to prevent the French from dominating trade through control of
the waterways. Despite conflict with the Iroquois, the French established alliances with
many of the Algonquian tribes, collaborating in the fur trade and coexisting for mutual
gains. When the French missionaries began to arrive in New France and the area later
known as the Michigan Territory, they also encountered Native Americans whom they
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considered “savages” in need of “saving” through religious conversion. Unlike French
explorers, French missionaries were solely interested in saving souls and converting
Native Americans to Catholicism. While the Native Americans and French established
parameters for coexisting, this cultural conflict was exemplified not only through the
impact of disease and alcohol on the Native American culture, but also in warfare. Those
who survived moved forward as allies with the French just at the time the British became
a serious competition to French control.
In 1760, the British seized Fort Detroit from the French, who retreated. Unlike
the French, the British were less interested in establishing alliances and partnerships with
the region’s Native Americans. Instead, they were intent on driving out the remaining
French settlers by imposing new laws and high taxes. Native Americans who had
become familiar with the cultural norms of the French were forced to adjust to British
laws and expectations. No longer considered necessary or of value, Native Americans
faced land restrictions and prohibitive laws that limited their ability to survive. Despite
the extreme dominance asserted by the British over the French and Native Americans, the
British ultimately lost control of the Michigan Territory and Fort Detroit after the
American Revolutionary War. As a result, former American colonists began to explore
lands west of New England and the east coast, searching for opportunities to establish
new communities that would reproduce the cultural ideals they had inherited.
Cultural reproduction. During the early 1800s, many Americans migrated west
to settle new communities, eager to reproduce familiar cultural norms as the foundation
of each new settlement. John Allen and Elisha Rumsey were each searching for an
opportunity to start fresh and lead the development of a new town. They founded Ann
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Arbor with the explicit intention of making it an important town of importance. Allen
and Rumsey sent for family to settle in and around the village and printed advertisements
to promote Ann Arbor as a community of businessmen, professionals, and scholars.
The boundaries of the original land purchased by Allen and Rumsey became
known as the Upper Village, with the founders serving as the initial land surveyors of
Ann Arbor. John Allen’s vision for Ann Arbor included the strategic dissemination and
sale of land within the Upper Village for purposes that only furthered his ability to
reproduce the New England culture. As more New England settlers migrated to Ann
Arbor, the development of a community, with homes, churches, and schools evolved
within the Upper Village (see Figure 78). In addition, the establishment of the University
of Michigan in 1837 supported the notion that Ann Arbor was becoming a town of
importance and prestige, just as its founders had planned.
Figure 78 Main Village of Ann Arbor
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Many of the original schools in Ann Arbor were private schools for students from
professional families in the main village. Churches in town also offered parochial
education, with minimal public school options in the early years of settlement. Allen
believed that creating quality educational structures would support the growth of Ann
Arbor and attract families seeking admission to the University of Michigan through an
exceptional high school preparatory experience. While members of the Main Village
worked to establish and reproduce the New England culture, there was also a need to
establish parameters for resolving cultural conflicts as additional cultural groups began to
migrate to the area.
Just southeast of the main village, additional newcomers began to settle in East
Ann Arbor. Most of them were farmers, not businessmen or professionals and they
established farms in this section of Pittsfield Township for their larger familes that
evolved into a subcommunity of the main village of Ann Arbor. East Ann Arbor
functioned independently, yet residents maintained relationships with members of the
main village. With schools and churches established to serve the residents of East Ann
Arbor, children were socialized to reproduce the norms and values of the New England
farming culture.
To the northeast of the main village, Anson Brown of New York attempted to
develop a separate village that he hoped would rival the importance and validity of the
main village. Falling short of his dream, Lower Town grew into a working-class
community, with mills, slaughterhouses, and eventually the Michigan Central Railroad.
Known as the Village of Ann Arbor through 1861, this land was ultimately annexed by
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Ann Arbor to become the Fifth Ward. Figure 79 illustrates the separate geographical
locations of subcultures, as well as the primary tasks done by members of each group.
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',,, ~----East
Ann Arbo r

Figure 79. Ann Arbor subcultures.

The German and Irish immigrants created communities rich in the cultural norms
and values of Wurttemberg and Ireland, subcultures that operated quite independently of
the main village for many years. With schools and churches erected to serve members of
each subculture, language became a tool for preserving and reproducing the two ethnic
cultures within these subcommunities of Ann Arbor. The German immigrants mainly
migrated to land west of the main village, located in Scio Township. The few who didn’t
farm became skilled workers in small shops in or near town.
Similarly, these Irish immigrants who were highly skilled workers gained jobs
building many of the physical structures in the Main Village and at the University of
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Michigan. The Irish immigrant subcommunity was centralized just north of the Main
Village, and set up churches and parochial schools to serve and socialize members of
their subcommunity.
Despite the presence of African Americans in the Ann Arbor area as early as the
1820s, the ability of this cultural group to establish a thriving subcommunity was limited
thorughout the decased preceding and following the Civil War. Early African Americans
arrived in Ann Arbor by multiple methods. Some traveled with New England settler
families as service workers, performing a variet of household tasks. The few freed slaves
who migrated to the area purchased land and worked as farmers on the outskirts of East
Ann Arbor. After 1865, several African Americans who had escaped slavery and fled to
Canada, returned to Ann Arbor and settled in Lower Town or the Old Fourth Ward,
where they were allowed to reside and could afford housing.
Unlike those cultural groups that had established formal structures for
reproducing and and preserving cultural norms, African Americans were not afforded
such opportunities. No schools were organized and run by African Americans to serve
children of this subculture. The first African American church in Ann Arbor was not
organized until after 1850, with formal church structures being built in the Old Fourth
Ward only in the late 1800s. The increasing population of African Americans in Ann
Arbor coincided with the evolution and organization of the Ann Arbor Public Schools
district. Unlike the private and parochial organizations, the public schools were charged
with organizing an educational system that would serve and socialize all students, as
defined by the dominant New England cultural group.
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Overall, the New England group and the other early settlers of Ann Arbor were
able to resolve cultural conflicts through the physical separation and isolation of each
cultural group. Over time, however, as the subcommunities merged, the cultural
geography of Ann Arbor began to shift, influencing the community structure and the
evolution of the Ann Arbor Public Schools district.
Cultural geography. As we have seen, the initial organization of the Ann Arbor
community supported cultural separation as a means to resolve cultural conflicts and to
allow the New England settlers to establish a dominant culture. The independent
functionality of this and other cultural groups facilitated the cultural reproduction of each
culture through formal educational structures. The African American cultural group
remained the exception, being limited to informal education to support and socialize
members of its community. As second and third generation settlers moved closer to the
main village, opportunities and increased civic involvement prompted a shift in the
location of several cultural groups. Second and third generation “New Englanders” were
faced with the challenge of managing new cultural conflicts, as various subcultures
moved nearer and into the former main village. Nevertheless, the descendants of New
Englanders influenced the organizational structure and evolution of the public schools to
reflect the previously established social hierarchy and preserve their dominance within
the growing city.
Between 1830−1860, the common schools of Ann Arbor struggled to maintain
significant enrollment numbers, as private and parochial schools remained in high
demand. Convincing prominent settlers in the main village that paying higher taxes to
support stronger public schools would be beneficial for the entire community proved to
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be a slow campaign. In addition, the enrollment of African Americans in schools
throughout Ann Arbor would not increase until the late 1800s. Figure 80 shows the
development of ward schools in Ann Arbor after 1860 reinforced a culturally separate
educational model, since each ward school served residents within a specific attendance
area, ensuring that the majority of enrolled students were of the same cultural group.
Within each ward, members of specific cultural groups accounted for the primary
residents, forming the majority of the population for each specific ward and school.
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Figure 80. Ward schools/Cultural groups.
Members of each ward community ran the ward schools, and students were
socialized to the cultural norms prevalent within that geographical area. German
instructors of the Second and Third Ward schools taught in the German language, which
discouraged matriculation by a diverse student population. Housing restrictions in the
First Ward ensured that descendants of the original New England settlers would be
served almost exclusively at the First Ward School. After the 1900s, there was in
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increase in the attendance of African American students at the Fourth and Fifth Ward
Schools, with the Fourth Ward School serving a greater proportion of African Americans
than any other ward school by the 1950s.
Cultural domination. Like many school districts across the country during the
1960s, the Ann Arbor Public Schools district was forced to develop a plan to desegregate
schools or risk a decrease in federal funding. Segregated housing patterns in Ann Arbor
continued to support de facto segregation within the educational organization, however.
Despite the challenges African Americans faced due to local housing restrictions, the Old
Fourth Ward evolved into a subcommunity with churches, enrichment centers, and
Black-owned businesses that all served local African Americans. The Fourth Ward
School was renamed Jones School, with more than 80% of its enrollment being African
American by 1963.
In addition to the desegregation efforts and plans to create racially balanced
schools, African Americans led a push for fair and open housing laws in Ann Arbor. But
weakening the segregated housing patterns ultimately jeopardized the sustainability and
cohesiveness of the African American community in the Old Fourth Ward as the 1970s
approached. In addition, the University of Michigan took advantage of the opportunity to
begin purchasing relatively inexpensive land to expand the Medical Campus into the
Fourth and Fifth Wards. Housing taxes in the areas increased, however, and many
African American residents were soon displaced to public housing communities
throughout the Ann Arbor area.
Impact on academic programs. The Jones School Reassignment Project
initiated a transition in academic programming within the district for students attending
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integrated schools. The Ann Arbor Public Schools district transitioned from an
externally segregated model, to an internally segregated organizational structure.
Tracking became more pronounced, and African American students persistently
performed at a lower academic rate than their Caucasian peers. The cultural conflicts that
were previously managed through a model of separation and segregation were now
internal conflicts within the schools of the district.
After 1965, the effects of the cultural conflicts within the schools emerged in
multiple ways. The district began to persistently collect data on the academic
performance of students in the district by ethnicity, which revealed the persistently low
performance of African Americans. The school board appointed several committees to
review the racial distribution and disparity in academic achievement over the next several
decades. In addition, the district spent an abundance of resources offering professional
development opportunities for teachers to gain skills in instructing a diverse body of
students. Despite these efforts, however, the academic achievement of African American
students in the Ann Arbor Public Schools remains persistently low in comparison with
their Caucasian peers.
Findings
After 1965, the Ann Arbor Public Schools district was faced with the challenge of
managing the gravity of the cultural conflicts within the schools. The present structure of
the Ann Arbor Public Schools reflects an internally segregated academic program, which
stems from the original educational responses to cultural conflict carried out by the New
Englanders and their descendants. The persistent disparity in academic achievement is,
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therefore, a result of the existing cultural geography in Ann Arbor and the history of
cultural separation and cultural subjugation.
District structure. The physical organization of the district attendance
boundaries and demographic enrollment trends by ethnicity reveal continuing patterns of
segregation and cultural separation, as noted in Figure 81.
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Figure 81. AAPS high school boundary map.

The initial goal of racial distribution within schools across the district has yet to
materialize since the AAPS’s desegregation efforts of the 1960s. According to the State
of Michigan, during the 2014−2015 school year, only eight of the 21 elementary schools
in the district had an enrollment of at least 13.8% African American students, which
would reflect a percentage equal to the total enrollment of African Americans in the
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district. Additionally, six elementary schools had an African American student
enrollment of less than 6%, with an average of 19 students per building (MI School
Data). This is in contrast to the 121 African American students enrolled at Carpenter
Elementary School or the 131 African American students enrolled at Bryant
(K−2)/Pattengill (3−5) Elementary Schools during the same academic year. Finally, four
of the eight elementary schools with the highest African American enrollment are feeder
schools into Huron High School, which borders the eastern boundary of Ann Arbor and
Ypsilanti.
The above data support the conclusion that housing patterns continue to drive the
enrollment trends within the Ann Arbor Public Schools. In addition, despite the “Schools
of Choice” and “In-District Transfer” enrollment options offered by the district in recent
years, many African American and low-income families are limited in their access
because parents are required to be solely responsible for the daily transportation of
students across attendance zone lines. Board-approved attendance zones sustain the
racial imbalance presently observed within schools across the district. The current
physical organization of the attendance boundaries, which result in certain schools
serving as the primary recipients of the unselected clients of the district, reflect the
present-day response to cultural conflict within the school organization.
Effects of “tracking”. In addition to the physical organization of schools and
enrollment trends, the district has also structured K-12 academic programs to address
cultural conflict within schools and classrooms. This study used the content area of
mathematics as a primary example of how students in the district are sorted into “tracks.”
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The data in this study support that African American students persistently fail to meet the
state standards for proficiency in the Ann Arbor Public Schools.
With students organized into specific tracks of mathematics beginning in the
eighth grade, opportunities to recover or advance out of a particular track become
especially hard to access. In fact, the ability of some students in the “recovery” track to
meet state and district mathematics requirements for earning a high school diploma
become all but unattainable (see Figure 82 and Figure 83).

Figure 82. AAPS middle school math sequence.
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Furthermore, the limited number of African American students at the high schoollevel enrolled in advanced placement courses remains minimal in comparison with the
participation of Caucasian students. The number of enrolled African American students
who demonstrate successful completion of an accelerated course and/or the Advanced
Placement assessment for college credit is even smaller.
Table 4
Pioneer High School African American Course Enrollment 2015−2016
African American Students

FEMALE (11th)

MALE (11th)

TOTAL (11th)

29

31

60

Total Enrolled
“ADVANCED”- Level*

7

,_

4

~

“GENERAL”- Level

11

“RECOVERY”- Level

11

*Advanced-level: Top= #enrolled, Lower= #passing

5

-

4

.~

-

11
15

12

-

8

-

22
26
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The structure of the current academic program within the Ann Arbor Public
Schools has evolved from the original model of externally segregated schools. Prior to
1965, these schools each served and socialized students according to the culturally
derived categories living within Ann Arbor. Beginning in the 1830s, schools within the
district were organized to transmit New England cultural norms, ensuring the cultural
dominance of descendants of this cultural group for generations to come. The school
system has been utilized over time to transmit the cultural values of this dominant
cultural group, socializing other cultural groups in alignment with the cultural geography
of Ann Arbor. Presently, the Ann Arbor Public Schools reflects an internally segregated
model, which organizes students into academic “tracks.” Each track is organized to
produce specific outputs, assigning individuals to culturally derived categories that align
with the local community heirarchy.
Summary
The current organization of the Ann Arbor Public Schools supports a structure
that replicates the original goal of the New England settlers to establish a dominant
culture in Ann Arbor. This cultural group initially organized schools to transmit the New
England cultural norms and to socialize various subgroups into predetermined categories,
mirroring a community structure that ensured cultural dominance.
The cultural geography of Ann Arbor has of course shifted over time, but the
dominant cultural group has continued to respond to cultural conflict in schools by
separating out the unselected clients. The unselected clients in Ann Arbor primarily
represent the African American subculture, other students of color, and low-income
families. The persistent separation and segregation of cultural groups over time has
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maintained the community structure within Ann Arbor, using schools to socialize youth
into predetermined categorizes that were culturally derived in 1824. Board policies
associated with school enrollment criteria, attendance zones, and academic programming
sustain the structure of the educational organization, and in so doing, the board maintains
an outdated, unjust and ineffective hierarchy of cultural groups in the city of Ann Arbor,
an edcuational structure that falls short of the AAPS’s declared goal fo creating a “worldclass system of innovative teaching and learning.”
Implications for future research. This research aimed to inform educational
leaders about the influences of the cultural geography of a community on a public
educational organization that serves its youth. Through this research, I sought to explain
the problem as it exists today. Future research and inquiries may result in resolutions and
strategies for addressing the disparity in achievement between African American and
Caucasian students and ethnic achievement gaps in other school districts.
Limitations of the study. My research focused on one school district within one
college town in Southeast Michigan, but my findings suggest that there is analytical
generalizability to other communities and school districts with similar demographics and
achievement data. Further research must be conducted to make conclusions about
common themes across multiple school districts and communities.
Additionally, my role as the primary research instrument was a potential
limitation of this study. Uncovering and verifying facts became essential when dispelling
myths and perceptions regarding the community and school district throughout this
research. In addition, my role as a current administrator within the school district, as well
as a parent of an African American student enrolled in the district, posed initial conflicts
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as I sorted through my own biases and assumptions. A significant aspect of this research
was learning how to impartially reveal the facts of this story.
Conclusion
This research began with a desire to understand the cause of the persistent
disparity in academic achievement between African American and Caucasian students in
the Ann Arbor Public Schools. Through in-depth research and a greater understanding of
the cultural geography of Ann Arbor, the problem became the answer (Barott, 2014).
The academic achievement gap in the Ann Arbor Public Schools is the result of
purposeful and strategic resolutions to cultural conflicts that have existed since the
displacement of the Native American culture in the Ann Arbor area. Since 1824, the
New England settlers and their descendants have established laws and rules that have
resolved cultural conflicts by organizing various cultural groups into specific
geographical regions of the community. The New England settlers also ensured their
own cultural dominance through the establishment of formal educational structures that
have been used to transmit the dominant culture and socialize children into culturally
derived categories within the community. These categories are reflective of the
educational regimen within the secondary schools, a regiman that continues to keep the
current academic programming of the Ann Arbor Public Schools from reaching its
potential.
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